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In recent years, reading has been considered to be a critical skill, especially in 
academic oriented classes for which students have to do extensive reading to pursue 
their studies successfully. The major interest in reading comprehension has become 
reading strategies due to the research evidence which reveals that successful readers 
differ from the less successful ones mainly in their stra.tegic approach towards the text 
they are reading. Therefore, helping readers employ effective strategies is considered 
to be an essential component of reading classes.
This study aimed at identifying the cognitive reading strategies that the 
freshman students at Hacettepe University need to develop in order to continue their 
academic studies successfully. The assumption was that the students lack the 
necessary cognitive strategies which can direct them towards becoming better readers. 
In testing this assumption, questionnaires, checklists and Think-Aloud Protocols 
(TAPS) were used as data collection instruments.
The questionnaires and TAPs were administered to freshman students in 
order to collect data on their strategy use. The checklists were administered to the 
instructors o f the Department o f Basic English with the purpose o f investigating the 
relationship between cognitive strategy use o f the students and the training they get in 
employing those strategies.
For each item in the questionnaires and checklists, frequencies and 
percentages were determined. In the analysis o f the TAPs, transcriptions o f student 
verbalizations were coded to identify the cognitive strategies that were employed 
during the TAPs. Similarly, frequencies and percentages were calculated for these 
strategies. A comparison was made to see whether the self reported data about the 
strategy use is consistent with the strategy use during the actual reading. A further 
comparison was made between the results o f questionnaires, TAPs and the checklists 
to understand whether the strategy use o f the students reflect the training they get.
Findings o f the study suggest that freshman students at Hacettepe University 
lack certain cognitive reading strategies which are believed to be essential in making 
sense o f the written material. According to the results o f the study, the strategies that 
the freshman students need to develop are reading the first line of each paragraph to 
get the gist, guessing the meaning o f a word by considering its grammatical category, 
avoiding word-for-word translation, visualization, note-taking, assimilating 
background knowledge with the text, classifying word according to their meanings 
and grammatical categories, summarizing and rereading to remember important 
information.
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CHAPTER I; INTRODUCTION
Reading theory and practice have undergone significant changes since the 
late1880s (Dubin and Bycina, in Celce-Murcia, 1991; Grabe, 1991). During the last 
half o f the 19“' century, when the Grammar Translation Approach was popular in 
teaching a second or a foreign language, the focus was on reading literary texts 
written in the target language and reading instruction was centered around matching 
the words in the text with their native language equivalents (Dubin and Bycina in 
Celce-Murcia, 1991). In the 1960s, when Audiolingualism was the most widely used 
method in foreign language teaching, reading comprehension was considered merely 
as a device for which the main function was to promote oral communication skills 
(Larsen-Freeman, 1986; Richards & Rodgers, 1986).
Today, however, reading is emphasized as a separate skill in the teaching o f 
English as a Foreign Language (EFL). Reading is particularly important in academic 
settings since one o f the major goals o f instruction in English for Academic Purposes 
(EAP) is to provide learners with the necessary skills required to pursue their studies 
at universities (Grabe, 1991). Research shows that EFL learners who study EAP use 
reading more than any other skill and that they consider it the most important skill for 
future academic success (Carrell in Carrell, Devine & Eskey, 1988; Johns, 1981; 
Ostler, 1980).
An awareness o f the importance of reading comprehension for students who 
need English for academic purposes has led to an expansion of research in this field. 
Considering the significant amount o f reading that students have to do for their 
content classes, researchers have emphasized that reading instruction should meet the 
different needs o f different learner groups (Grabe, 1991). As a result, the major
interest in reading comprehension has centered on reading strategies since research 
evidence suggest successful readers differ from less successful ones mainly in their 
strategic approach towards the text they are reading (Shih, 1992). It is argued that 
effective reading strategies help learners a great deal in improving their reading 
proficiency so that they can read more efficiently for their academic studies regardless 
o f the type o f text they encounter (Carrell and Carson, 1997; Grabe, 1991).
Current reading theory implies that reading comprehension is an interactive 
process which includes both bottom-up and top-down processing levels. In fact, 
research evidence puts forth the fact that good readers are actively engaged in the 
reading process by both developing simple identification skills and an interaction with 
the text via their background knowledge and experiences, hence effective reading 
strategies to interact with the text are needed for successful reading ( Rusciolelli, 
1995).
The classification o f reading strategies varies according to different 
researchers (See Chapter 2 for a detailed classification and discussion of reading 
strategies). In their most general sense, reading strategies appear to be divided into 
two as “word-level” and “text-level” . The former refers to concentrating on the 
smaller parts o f the text, especially the words, whereas the latter, text-level strategies, 
help learners comprehend a text as a whole or by considering the larger parts o f a text 
(Barnett, 1988). Reading strategies are also categorized as “metacognitive” and 
“cognitive” in the literature (Auerbach & Paxton, 1997; Carrell et al., 1989; Shih, 
1992). Metacognitive strategies refer to one’s knowledge and control o f the strategies 
employed during a learning task (Carrell et al., 1989; O ’Malley & Chamot, 1990). 
Cognitive strategies, on the other hand, refer to the actions taken to manipulate or
transform the learning material (O’Malley et al., 1985). Cognitive strategies, which 
are the focus o f this study, promote better comprehension o f reading materials 
(Rusciolelli, 1995) and they have a direct contribution to learning, unlike 
metacognitive strategies, which affect learning indirectly (Oxford, 1990).
Thus, as argued previously, if reading is considered the most important skill 
by students who learn English for academic purposes, it seems that the use o f 
effective strategies during the reading process is critical for learners to carry out their 
academic studies. Therefore, a reading curriculum which provides opportunities to 
teach the necessary reading strategies is essential in any setting where reading is o f 
primary importance (Carrell and Carson, 1997).
Background o f the Study
The idea o f this study originated from the perceived need for redesigning the 
curriculum in the Department o f Basic English (DBE) at Hacettepe University. 
Developing reading strategies is extremely important at Hacettepe University since in 
some o f the departments the medium o f instruction is English and the students must 
do extensive reading for their content classes. Moreover, the number o f departments 
where English is the medium o f instruction is increasing. The students o f such 
departments learn new subjects by reading in English and thus, being good readers is 
critical for them to pursue their academic studies successfully.
The major objective o f the DBE, like most o f the preparatory programs in 
Turkey, is to enable the students to carry out their academic studies successfully 
(Marmara University- Foreign Languages Department, 1991). As advocated in the 
literature, academic preparation programs should ‘Tocus on the college and university 
requirements” (Carrell and Carson, 1997, p.48) so that the students can learn the
necessary reading strategies which can later be transferred into other contexts, such as 
their academic content classes.
The current curriculum followed at the DBE was designed after 
consultations with administrators and other faculty o f the target departments with 
major emphasis on reading (Füsun Hepdinç, Personal Communication, October,
1997). The need to renew the curriculum was triggered by the DBE administrators’ 
belief which suggests that a curriculum should be reshaped by considering what 
students need to be taught. For that reason, a curriculum project was initiated in 
January 1998 to be implemented in the 1998-1999 academic year. This study will be a 
part o f the curriculum project in that it will attempt to identify the cognitive reading 
strategies that the freshman students need to develop.
Statement o f the Problem
Anecdotal evidence indicates that the students at the DBE do not possess a 
well balanced repertoire o f the necessary reading strategies which can enable them to 
cope with the texts they read for their academic content classes. This conclusion was 
drawn from the observations o f student performances as revealed by a comparison of 
the reading comprehension parts o f achievement tests with the other sections. The 
assumption that students lack certain strategies which promote a better reading 
performance was further supported by the low grades o f students as documented by 
evaluation sheets and by item analysis o f achievement tests. A final confirmation is the 
informal talks with previous DBE students during which the problems were related to 
the difficulty of understanding the texts encountered. It is assumed that students at the 
DBE do not possess the reading strategies necessary for their academic studies as 
evidenced by their grades and informal talks, although reading is considered to be a
critical skill at Hacettepe University. Therefore, this issue needs to be addressed 
before the design o f the new reading curriculum which is expected to meet the reading 
strategy needs o f students.
Purpose o f the Study
In EAP programs, it is said that the major focus should be on the ways which 
can guide the students in their academic studies at their departments. For this reason, 
students should be taught a repertoire o f reading strategies to cope with the texts they 
encounter and to enable them to “transfer specific strategies to the particular 
academic literary demands o f each course” (Stahl et al., cited in Carrell and Carson, 
1997, p. 48).
Only by considering what students need to learn, in other words, what 
reading strategies the students should develop, can a curriculum meet the various 
needs o f different learners. Therefore, this study attempts to identify the cognitive 
reading strategies that the freshman students at Hacettepe University need to develop 
in order to carry out their academic studies successfully.
Significance o f the Study
The study aims to contribute to the curriculum development project which 
will be implemented in the 1998-1999 academic year at Hacettepe University, DBE, 
by providing useful data which can help to define the cognitive reading strategy needs 
o f students for their academic success. As suggested in the literature, learner needs 
should not be neglected in reading instruction and defining the learner needs is crucial 
in designing a reading course (Alvarez et al., 1993, 1993). It is hoped that the 
curriculum committee members will make use o f the findings o f this study. By 
considering the cognitive reading strategies students need to develop, they can decide
on what reading strategies should be emphasized in the new reading curriculum in 
order to help the learners perform the academic tasks with success in their 
departments.
It is also hoped that the instructors at the DBE will benefit from the study by 
becoming aware o f what cognitive strategies their students need to develop in order 
to be successful in the target situation, which is their departments. Finally, the 
students can benefit fi"om the study by gaining an awareness o f their strategy use in 
reading.
Research Questions
This study will address the following research question.
What are the cognitive reading strategies that the freshman students at 
Hacettepe University need to develop in order to continue their academic studies 
successfully?
The sub-questions are as follows:
a) What are the cognitive reading strategies that the freshman students 
o f Computer Engineering, Nuclear Energy Engineering, 
Management and Economy departments employ while reading in 
English?
b) What are the cognitive reading strategies that are emphasized in the 
current curriculum as perceived by the instructors o f the DBE?
CHAPTER II. REVIEW OF THE LITERATURE 
This chapter reviews the literature on reading comprehension and reading 
strategies. The first part discusses the role o f reading in foreign language learning, 
with a particular focus on EAP. The next part explores the theory o f the reading 
process by investigating two issues: the nature o f reading and three models o f reading: 
bottom-up, top-down and interactive. Next, theory o f reading strategies and research 
in this field are presented. Finally, think aloud protocols (TAPs) are discussed as a 
method o f reading strategy research.
The Role o f Reading in Foreign Language Learning 
A central issue in EFL and ESL instruction has recently been the theory and 
practice o f reading comprehension. Such a great emphasis on this skill has emerged as 
a result o f the recognition o f the significance o f reading for people who learn English 
as a foreign or second language. Carrell (in Carrell, Devine & Eskey, 1988) claims 
that it can easily be understood that “reading is the main reason” (p. 1) why students 
all over the world learn a foreign language.
Without a doubt, the role o f reading comprehension in EFL and ESL settings 
has gained increasing importance over the years. Reading is not considered as an 
adjunct to speaking skills as it was during the 1970s. Instead, it is today seen as a 
very important skill by itself In fact, as Carrell (in Carrell, Devine & Eskey, 1988) 
claims “. .  . without solid reading proficiency, second language readers cannot 
perform at levels they must in order to succeed” (p. 1). Carrell further suggests that 
reading comprehension is a critical skill especially in EAP settings where the students 
have to do extensive reading in the target language. This view indicates the necessity
o f focusing on reading comprehension in EFL/ESL situations especially with regard to 
the students who learn English for academic purposes.
Grabe (in Dubin, Eskey & Grabe^ 1986) suggests reasons why the reading 
should be emphasized in academic settings. The first reason derives from the notion 
that “reading is learning” (p. 36) and that reading extensively helps students develop 
their writing skills. This view serves to emphasize that “skillful reading can accelerate 
language learning (Cohen, 1990, p. 74). The second reason why reading 
comprehension should be o f greater concern is closely related to research evidence 
demonstrating that the ESL students at universities think that reading is the most 
important skill for them (Carrell in Carrell, Devine & Eskey, 1988; Grabe in Dubin, 
Eskey & Grabe, 1986; Johns, 1981; Ostler, 1980). Another reason relies on the notion 
that EFL learners should develop fluent reading abilities which will let them process a 
text rapidly just like a native reader can do by using the full range o f reading 
strategies. This view can be considered as an objection to the assumption that 
students will “just acquire reading” (Grabe in Dubin, Eskey & Grabe, p.37) in the 
course o f the language learning process since it is believed that if students are not 
provided with effective reading strategies, they will acquire bad habits which will 
result in inefficient reading. Finally, all university students studying in EFL or ESL 
contexts, need to read extensively in the target language. One direct result o f these 
factors is the necessity o f supporting reading comprehension through instruction to 
help students continue their academic studies successfully. In order to do this, it is 
essential that the nature o f the reading process be fully understood.
Eskey (in Dubin, Eskey, & Grabe, 1986) defines reading simply as a way of 
“making sense o f the world” (p. 6) as it is mainly a cognitive process during which 
readers try to relate the new information presented in the text to their background 
knowledge, also called the “theory o f the world” (Smith, cited in Eskey, 1986, p.6).
During this process o f relating the new information to their theory o f the 
world, readers utilize the information presented in the text and make it a part o f their 
cognitive structure, an operation during which the brain employs some processes in 
order to utilize the information in the cognitive structure. Considering the research on 
reading in the first language, Goodman (in Carrell, Devine & Eskey, 1988) suggests 
five processes that the brain is responsible for while reading; recognition, prediction, 
confirmation, correction and termination.
Recognition is the first step where the brain recognizes a graphic display and 
then initiates the reading process. The second step, prediction, takes place when the 
brain looks for “order and significance in sensory inputs” (p. 16) and as a result, 
when it makes anticipations as the reading progresses. The third, confirmation, is the 
step through which the brain monitors for confirmation or disconfirmation with the 
input presented. Correction occurs when the brain starts to reprocess as a result o f the 
disconfirmations or inconsistencies. The final step in utilizing information in the 
cognitive structure is termination. In general, termination emerges when the task is 
completed. However, it can also occur when the reader cannot construct the meaning 
fiilly, when the text is uninteresting or the content is too familiar or when it is not 
appropriate for the purpose (Goodman, in Carrell, Devine & Eskey, 1988).
The Reading Process
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There has recently been an increasing interest in how readers respond to 
written material when reading in the second language. Eskey (in Dubin, Eskey & 
Grabe, 1986) argues for the importance o f two sub-processes o f the reading process: 
identification and interpretation. The former refers to the rapid and accurate 
understanding o f “what the text says” (p. 8). Identification is mainly decoding during 
which the printed form is changed into the language and relies on the mastery o f the 
language. The latter, explains the process o f making sense o f the information 
presented in the text; that is, reacting to it by using their background knowledge and 
by “negotiating a meaning” (p.8) with the printed language. Grabe (in Carrell, Devine 
& Eskey, 1988) also emphasizes the importance o f both identification and 
interpretation in making sense o f the written material. This emphasis seems to be 
influential on the emergence o f current interactive theory o f reading. The next part 
presents a discussion on the three models, namely the bottom-up, top-down and 
interactive, which have been suggested for reading in the second or foreign language. 
Models o f the Reading Process
Reading is said to be a complex process. Although researchers have tried to 
account for the nature o f the reading process, no satisfactory theory has been 
developed. This is due to the fact that reading is a cognitive process during which the 
brain involves in carrying out most o f the tasks, and how the brain works is not 
completely known (Dubin and Bycina, in Celce-Murcia, 1991). Researchers have been 
trying to find ways to help students improve their reading abilities in second languages 
(Grabe, 1991). Thus, various reading models have been suggested to explain the 
nature o f second or foreign language reading.
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The first and the oldest o f the three models which will be described is the 
bottom-up model. Goodman (cited in Eskey, in Dubin, Eskey & Grabe, 1986) refers 
to this model as the “common sense notion” (p. 11). In this approach, reading is meant 
to be a process o f decoding; identifying letters, words, phrases, and then sentences in 
order to get the meaning. According to Eskey (in Dubin, Eskey & Grabe, 1986) in 
this model, the reader reads “by moving his eyes from left to right across the page,”
(p. 11) and he or she first identifies letters, then combines these letters to form words, 
then gradually combines the words into phrases, clauses, and sentences.
Such a view, however, raises as many questions as it answers. The bottom- 
up model suggests that a word will be recognized after the reader assembles it by 
combining its letters. Nevertheless, a reader can read a word without understanding 
its meaning. Moreover, if the reader decodes each letter separately to form words, 
phrases and sentences, this may make reading too slow to understand the information 
presented in the text (Nunan, 1991). Another objection to the bottom-up theory o f 
reading relies on the research showing that “in order to assign a phonemic value to a 
grapheme it is often necessary to know the meaning o f the word containing that 
grapheme” (Smith, cited in Nunan, 1991, p. 65). What is more, research done by 
Goodman and Burke (cited in Nunan, 1991) proved that decoding is not enough to 
explain the reading process. A process known as miscue analysis showed that 
deviations from the actual words o f the text made by the readers during reading aloud 
were proved to be acceptable in terms o f semantics. This would seem to suggest that 
although readers did not decode the letters to form words in some instances, they 
were able to make sense o f the text.
The Bottom-Up Model
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The shortcomings o f the bottom-up model generated the emergence o f the 
top-down model o f reading. This model advocates “the selection o f the fewest and 
most productive elements from a text in order to make sense o f it” (Lynch & Hudson, 
in Celce-Murcia,, 1991, p. 218) and views the reading process as an active 
“psychological guessing game” (Goodman, cited in Samuels and Kamil in Carrell, 
Devine & Eskey, 1988, p. 23). Top-down processing rejects the notion that 
identification o f letters to form words, and the derivation o f meaning from these 
words is efficient reading. On the contrary, it assumes that efficient reading requires 
the readers to make predictions and hypotheses about the text content by relating the 
new information to their prior knowledge and by using as few language clues as 
possible. It is further assumed that the readers can check whether the hypotheses are 
correct or not by sampling the text.
The top-down model is influenced by schema theory, which emphasizes the 
importance o f the reader’s background knowledge in the reading process ( Carrell in 
Carrell, Devine & Eskey, 1988). According to this theory, in order to comprehend a 
text, readers make use o f both the text and their background knowledge. Therefore, 
interaction o f the background knowledge and the text is essential for efficient reading. 
Carrell (in Carrell, Devine & Eskey, 1988) states that “the process o f interpretation is 
guided by the principle that every input is mapped against some existing schema and 
that all aspects o f that schema must be compatible with the input information” (p.76). 
This prevents the readers from decoding every single symbol and word while reading 
a text.
The Top-Down Model
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Stanovich (cited in Nunan, 1991) criticizes the top-down model by arguing 
that making h)T)otheses about what would come next would take much more time 
than decoding does. Eskey (in Dubin, Eskey & Grabe, 1986), although 
acknowledging that this model has made great contributions to the development o f an 
efficient reading theory, believes that the top-down model underestimates the 
importance o f the necessary bottom-up decoding skills for the readers.
The Interactive Model
The fact that both o f the reading models described above have certain flaws 
has led to the emergence o f the interactive model. This model proposes two types o f 
interaction; the interaction between the reader and the text, and the interaction o f the 
bottom-up and top-down processing skills. The former emphasizes the importance of 
the readers’ world knowledge because it implies that the readers assign meaning to 
the written material by using their background knowledge. The latter implies that both 
the identification skills presented in the bottom-up model and the interpretive skills o f 
the top-down model are seen as critical for the reading process and thus, should both 
be used to understand the text better (Cohen, 1990).
The interactive approach seems to overcome the deficiencies o f both the 
bottom-up and top-down models because it assumes that “deficiencies at one level 
will be compensated for at another” (Nunan, 1991, p. 67). As Lynch and Hudson (in 
Celce-Murcia, 1991) suggest, good readers use simple bottom-up decoding skills so 
successfully that these skills are performed automatically and are used in harmony 
with the top-down processing skills. Grabe (1991) also argues for the interaction o f 
top-down and bottom-up levels o f processing as he believes these two are 
complementary in directing the reader towards fluent and efficient reading in the
14
foreign or second language reading. How the reading process is viewed in the 
interactive reading theory is summarized in Figure 1;
READING
identification. interpretation;
lower-level rapid higher-level
and automatic + comprehension and
processing skills reasoning skills
Figure 1. Relationship between the bottom-up and top-down levels o f processing in 
the interactive theory o f reading.
Rusciolelli (1995) states that good readers are able to develop an efficient 
interaction with the text by using their already existing knowledge and experience in 
order to understand the new information. They also clarify the part that they have 
difficulty in understanding using other ideas and linguistic clues that are present in the 
text and finally, they fit their reading style into their purpose in reading that particular 
text. Readers need to develop efficient strategies in order full comprehension to take 
place.
In the rest o f this section, the nature o f the reading strategies, how they 
promote a better reading ability and the related research will be discussed.
Definition o f Reading Strategies
Reading strategies have been the main focus o f investigation o f reading 
research since the 1980s (Anderson, 1991; Carrell et al., 1989; Grabe, 1991). A 
complex process like reading requires readers to develop efficient strategies in order 
for full comprehension to take place. As mentioned previously, using appropriate 
strategies is especially important in EAP settings where reading is o f primary
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importance and where students must do extensive reading on various topics. Carrell 
and Carson (1997) suggest that ‘ΈΑΡ readers must develop the strategies and tactics 
necessary for coping with the demands o f academic reading” (p.54). Dubin and 
Olshtain (1986) support this view, suggesting that the acquisition and development o f 
good reading strategies should be the major aim o f a reading program.
Reading strategies, the resources readers use in order to make sense o f the 
written material, refer to “the mental operations involved” (Barnett, 1988, p. 150) 
when readers approach and process a text effectively. Developing efficient reading 
strategies is considered critical for a more proficient reading comprehension in the 
second language. Research evidence suggests that efficient reading is not only 
determined by proficiency in the target language but also by effective use o f strategies 
(Auerbach and Paxton, 1997; Carrell, 1991).
The view that suggests using effective strategies results in better reading 
performance is supported by research evidence (Cohen, 1990). A study done by 
Hosenfeld (cited in Rusciolelli, 1995) demonstrated that the learners who received 
strategy instruction on word guessing became better problem solvers when 
encountering an unknown word. Another study done through semantic mapping and 
experience-text-relationship method argues for the positive effects o f strategy use in 
reading comprehension (Carrell et al., 1989). In another study, Carrell (1985) 
investigated the effects o f strategies related to the text structure o f a text and found 
out that using strategies to identify text structure helped learners recall the text better 
both in terms o f main ideas and the supporting ones. The conclusion drawn out from 
Block’s (1986) study is that in order to be a proficient reader being able to read the
printed language is not enough; what is needed to make sense o f that printed language 
is the use o f effective reading strategies.
Classification o f Reading Strategies
The names given to different type o f reading strategies vary according to 
different researchers although they have parallel meanings. Barnett (1988), for 
example, classifies reading strategies into two: text- level and word-level strategies. 
Among text-level strategies are relating the text to one’s world knowledge, making 
predictions on the text content, relating the titles and illustrations/pictures to the text, 
setting a purpose for reading, skimming for the gist and scanning for specific 
information. The reader using such strategies treats the text as a whole and this is why 
these are also called “general comprehension” (Block, 1986), “global” (Young and 
Oxford, 1997), and “main meaning line” (Hosenfeld, cited in Barnett, 1988) 
strategies.
The other category, word-level strategies, as the name suggests, are more 
related to the smaller parts o f the text, particularly the words in the text (Young and 
Oxford, 1997) and they include contextual guessing, guessing the meaning from the 
grammatical category, using word families and word formation rules to understand 
the meaning o f a word. Since the readers employing these strategies do not usually 
take the text as a whole but deal with the words mostly. Block (1996) calls them as 
“local linguistic”. Young and Oxford (1997) as “local” and Hosenfeld (cited in 
Barnett, 1988) as “word-related” strategies.
Although word- and text-level strategies seem diverse, they are 
complimentary since research on reading strategies demonstrates that good readers 
make use o f both word-level and text-level strategies; former implying a bottom-up
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and latter referring to a top-down approach (Barnett, 1988). This seems to correlate 
with the current interactive reading theory which suggests both simple decoding 
(bottom-up) and higher cognitive (top-down) processing levels are important in 
successful comprehension o f a text.
Apart from the above classification, which divides the strategies into two as 
word- and text-level, reading strategies are also categorized as metacognitive and 
cognitive, regardless o f their being word-level or text-level in the second language 
reading literature (Chamot, cited in Wenden & Rubin, 1987; Chamot, 1993). A 
detailed discussion on metacognitive and cognitive reading strategies will be presented 
in the following section.
Metacognitive Reading Strategies
Metacognitive reading strategies refer to a learner’s overall understanding of 
the cognitive processes taking place in reading. Use o f metacognitive strategies 
requires both knowledge o f the strategies that the reader employs to learn from the 
text in hand and the control which refers to the reader’s flexible use o f strategies for 
various reading purposes (Carrell et al., 1989). Metacognitive strategies are used to 
plan, monitor and regulate the reading as it takes place. The planning stage involves 
actions such as setting a purpose for reading a particular text and adjusting the 
reading according to the purpose and the difficulty o f the text. Monitoring, on the 
other hand, requires an awareness o f whether the goals o f reading are being achieved 
or not and thus, an understanding o f the comprehension failures encountered. 
Regulation is the last stage during which the readers check the effectiveness o f the 
strategies they have used and remedy the comprehension failures with a conscious 
attempt to revise the strategies (Cohen, 1990).
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In brief, employing metacognitive strategies requires the readers to have a 
metacognitive knowledge-an understanding o f the cognitive processes involved- and 
control which refers to choosing certain strategies for different purposes and text 
types in such a way to enhance their ability to comprehend a text (Carrell et al., 1989; 
Grabe, 1991).
Studies done on the effects o f metacognitive strategies on the second 
language reading reveal that metacognitive strategy training results in better reading 
performance by enabling readers to choose appropriate reading strategies for different 
reading purposes and to transfer reading strategies into various reading contexts in 
which students encounter different types o f texts (Auerbach and Pdxton, 1997; Carrell 
et al., 1989; Cotteral, 1991; Grabe, 1991; Shih, 1992).
Cognitive Reading Strategies
Cognitive strategies are those which are applied throughout a learning or a 
problem-solving task (Block, 1986) and they enable learners to gain knowledge or 
understanding o f a task they are to perform through cognitive strategies (Rubin, in 
Wenden & Rubin, 1987).
The most common cognitive strategies which are believed to have a 
facilitative effect on reading performance in the literature are as follows:
•  using the title to anticipate the text content,
•  relating the illustrations/pictures to the text content,
•  skinuning
• relating the background knowledge to the text content,
•  using the dictionary parsimoniously.
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•  guessing,
•  thinking o f a situation to remember a word,
•  rereading,
•  translation.
•  visualization,
• recognizing organization,
•  taking notes,
•  summarizing,
•  classifying words.
Cognitive reading strategies have recently been given greater importance 
because o f the research evidence revealing the facilitative effect o f such strategies on 
students’ reading performance and on overcoming comprehension failures that 
students experience while reading a text (Knight et al., 1985). Moreover, according to 
the current interactive theory o f reading, good readers are active users o f their 
cognitive resources, and they direct these in such a way that enhances successful 
completion o f a task (Shih, 1992).
The cognitive strategies which enable the readers to activate their schemata 
before reading the text are considered to be critical since it is essential that the readers 
relate their background knowledge to the text and form some expectations about the 
topic in order for full comprehension to take place (Anderson, 1991; Rusciolelli,
1995). One strategy of this type is using the title to anticipate the text content. 
Similarly, relating the pictures/illustrations to the text content allows the readers to 
have an idea about what is going to be read and to form predictions-will either be 
confirmed or refused- about what the text is about (Anderson, 1991; Barnett, 1988;
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Rusciolelli, 1995). Another strategy which helps the readers understand what the text 
is mainly about and to activate their schemata is skimming the text for gist.
(Anderson, 1991; Barnett, 1988). Skimming also prepares the reader for the incoming 
information. The most common types o f skimming mentioned in the literature are 
going over the text quickly without paying attention to details (Oxford, 1990) and 
reading the first lines o f each paragraph o f the text (Rusciolelli, 1995). What is more, 
through the strategy o f considering what they already know about the topic o f the text 
before doing detailed reading, students can develop a better understanding o f the text 
and they can cope with the difficulties in comprehension more easily (Barnett, 1988; 
Carrell in Carrell, Devine & Eskey, 1988; Grabe, 1991 & Oxford, 1990). Carrying 
background knowledge into the reading process is also considered to be a critical 
factor for L2 reading. This view is reflected in the schema theory, which considers the 
background or world knowledge as the most important means o f deriving meaning 
from the text (Carrell in Carrell, Devine & Eskey, 1988). Relating the text to one’s 
background knowledge about that topic is believed to have a facilitative effect on 
reading in a foreign or second language.
The strategy o f using the dictionary parsimoniously is also one o f the key 
cognitive reading strategies (Cohen, 1990). Using a dictionaiy for almost all the 
unfamiliar words is believed to impede comprehension and therefore, should be 
avoided (Miholic, 1994). However, not consulting a dictionary at all is not desirable 
either, since the readers may miss the important points presented in the text (Oxford, 
1990). What is needed is a balanced use o f dictionary, which implies looking up the 
words that seem important and skipping the rest that does not seem to hinder 
comprehension (Anderson, 1991; Barnett, 1988; Cohen, 1990; Padrón & Waxman,
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1988). Thus, students should read a text selectively which implies being able to 
distinguish between the important and unimportant elements in the text and skipping 
the unimportant ones while concentrating on the elements which are necessary to 
carry out the reading task (Knight et al., 1985).
Guessing is another critical strategy for reading (Vann & Abraham, 1990). 
Guessing can be at word, sentence or text level (Miholic, 1994). Word level guessing 
involves two types o f approaches. First, the reader guesses the meaning o f an 
unknown word by considering the context in which the word is used and second by 
analyzing its grammatical form and what it means in terms o f the syntactic unity o f the 
sentence (Barnett, 1988). In sentence or text level guessing, the reader considers the 
other sentences or the previous information given in the text to understand a sentence 
or a part o f the text (Miholic, 1994). Through guessing, students can become better 
readers since they try to sort out the problems with the help o f the available resources 
in the text; that is using other words or sentences in the text, rather than relying too 
much on the dictionaries or skipping important parts o f the text (Anderson, 1991).
In order to keep the important words in mind, thinking o f a situation in 
which the word may be used is suggested to be a facilitating strategy through which 
the readers develop better recalling abilities both in terms o f vocabulary and text 
content (Oxford, 1991; O ’Malley & Chamot, 1990).
Rereading/repeating is believed to be one o f the strategies enhancing reading 
comprehension since good readers should always use their own resources first to 
guide themselves towards autonomous reading (Auerbach, & Paxton, 1997). By 
rereading, it is meant that the learner reads a sentence, a part or the whole text again 
when there is either a comprehension problem or a need to remember important
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information presented in the text (Anderson, 1991; Barnett, 1988; Knight et al., 1985; 
Miholic, 1994; O ’Malley & Chamot, 1990; Oxford, 1990; Wenden & Rubin, 1987).
Using the first language (LI) to understand or to sort out the difficulties 
encountered in second language (L2) reading is also a facilitative cognitive strategy 
(Oxford, 1990). However, just like dictionary use, too much reliance on the LI is 
likely to result in mechanical reading. The readers who read this way will not be able
to make use o f their interpretive and reasoning abilities since .they.will fiacus-on the___
text on the word-level only (Cohen, 1990). Thus, it can be said that readers can 
benefit from their LI in L2 reading unless they make word-for-word translation 
throughout the reading process.
Visualization is believed to be a strategy which should be employed, 
especially when there is a need for delayed retention (Anderson, 1991; Knight et al., 
1985; O ’Malley & Chamot, 1990). It is suggested that having a mental picture o f 
events happening in the text help readers remember the text information better and 
relate the ideas presented so far to the to the incoming ideas in the text (Padrón & 
Waxman, 1988).
Paying attention to words or phrases that signal how the text is organized is 
another essential strategy since the organization o f a text can give the reader some 
clues about what information the author is trying to convey and what attitude is taken 
towards the topic (Barnett, 1988; Cohen, 1990). Research evidence suggests that the 
readers who are careful about how the text is organized become better problem 
solvers as such readers recall the text better and relate their background knowledge to 
the text more easily (Carrell, 1985; Geva, 1992).
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Taking notes and making summaries on the important points of the text are 
considered to be effective reading strategies (Rusciolelli, 1995). These strategies help 
the readers to remember important information in the text. Furthermore, through 
making notes and summaries, the readers can become more proficient in 
distinguishing between main ideas and supporting details or differentiating important 
information from the less important (Cohen, 1990; Knight et al., 1985; Lia, 1993; 
Miholic, 1994; Padrón & Waxman, 1988).
Most students have difficulty in remembering the meaning o f a word that 
they see in a text afterwards (Miholic, 1994). For L2 reading, knowledge or 
understanding o f lexical items is very important. It is suggested that classifying the 
words according either to their meanings or to their grammatical categories is 
considered to be an effective strategy for learning and remembering a vocabulary item 
(Abraham & Vann, in Wenden & Rubin, 1987; Barnett, 1988; O ’Malley & Chamot, 
1990).
Research on the effects o f cognitive strategies on reading performance 
suggests that relating the title, illustrations/pictures and background knowledge to the 
text, skimming, using dictionary parsimoniously, guessing, remembering a word 
through situations, rereading, using the first language as a base, visualizing the events, 
being careful about how the text is organized, making notes and summaries o f the 
important information, and classifying words are the strategies help readers to 
improve their reading ability significantly and therefore, these strategies should not be 
neglected in the foreign or second language reading curriculum. As Carrell (in Carrell 
et al., 1989) puts forward, “strategy research suggests that less competent learners are 
able to improve their reading skills through training in strategies” (p. 648).
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In helping readers develop effective reading strategies, the first step should 
be identifying what strategies the students are already using (Block, 1986; Oxford, 
1990). In determining the learners’ strategy use in reading. Think-Aloud Protocols, 
which are discussed in the next section, are a widely used method o f inquiry.
Role o f Think- Aloud Protocols in Assessing Strategy Use
Thinking aloud was introduced as an instrument to explore the nature o f 
cognitive problem-solving strategies in the early 1970s by Newell and Simon. Think- 
Aloud Protocols (TAPs) are “the verbal reports produced by subjects who express 
their thoughts” (Kucan & Beck, 1997, p.271). TAPs are particularly found useful in 
investigating cognitive problem-solving activities (Someren et al., 1994).
TAPs have been widely used in reading strategy research since they reveal 
rich information about how readers carry out a mental activity, which is otherwise 
unobservable (Block, 1986; Cavalcanti in Fasrch & Kasper, 1987; Ericsson & Simon, 
1984; Kucan & Beck, 1997).
Ehiring the TAPs, respondents are asked to verbalize their thoughts while 
reading a text. In articulating what comes to their minds, it is essential that 
respondents stop at regular intervals, preferably at the end o f each sentence, to reveal 
information about how they approach a text; that is what strategies they employ to 
make sense o f the written material (Faerch & Kasper, 1987). The researcher collects 
the verbal reports o f the respondents on a tape to analyze the strategies involved in 
the process. The protocols are then transcribed and analyzed and the researcher 
establishes a “taxonomy o f cue types” (Nunan, 1992, p. 117).
TAPs are generally used either before strategy training to understand what 
strategies learners employ or after strategy training to observe the changes in strategy
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use. TAPs are especially useful for collecting data on unobservable strategies such as 
making mental images and guessing (Oxford, 1990). The interest in TAPs is due to 
the fact that they reveal information about the process rather than the product. TAPs 
provide rich information about hoAv learners solve problems, what difficulties they 
encounter and to what extent and in what contexts they use certain strategies in a 
learning task (Someren et al., 1994).
Thinking aloud as a research method has been criticized because it is not 
possible to limit the type o f strategies that can be reported. This may cause difficulty 
in classifying the strategies for data analysis. Therefore, the interrater reliability should 
be ensured in order for accurate information to be drawn from TAPs (O’Malley & 
Chamot, 1990). Although such criticisms have been put forward, the advantages o f 
thinking aloud in strategy research are far more than the disadvantages mainly due to 
the rich data it provides on strategies, particularly the unobservable ones (Block, 
1986).
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CHAPTER THREE: METHODOLOGY
Introduction
The purpose o f this descriptive study was to identify the cognitive reading 
strategies that the freshman students at Hacettepe University need to develop in order 
to carry out their academic studies successfully. The study was motivated by the 
assumption that the existing reading curriculum was not suflScient in providing the 
students with the necessary cognitive reading strategies that would help them deal 
with the texts they encountered. The research was a part o f the curriculum renewal 
project that will be implemented in the 1998-1999 academic year at Hacettepe 
University, Department o f Basic English (DBE), with the aim o f providing data on 
the cognitive reading strategies that should be included in the new curriculum.
The major research question was “What are the cognitive reading strategies 
that the freshman students at Hacettepe University need to develop in order to 
continue their academic studies successfully?” . To identify the strategies needed by 
the freshman students, data were collected through questionnaires, checklists and 
think-aloud-protocols (TAPs).
The initial step was the administration of the questionnaires and checklists. 
Questionnaires were given to the first-year students o f four different departments and 
they were designed in order to collect data on the first-year students’ cognitive 
reading strategy use. Checklists were administered to the DBE instructors on the 
same day as the questionnaires and their purpose was to understand whether the 
existing reading curriculum provided opportunities for teachers to train their students 
in using the necessary cognitive reading strategies efficiently. The next step was the
administration o f the TAPs to collect verbal data from the students to understand their 
level o f strategy use and to verify the data obtained through the questionnaires.
Data collection instruments were chosen after a review o f strategy research.
It was observed that questionnaires and TAPs are widely used instruments in 
assessing the students’ strategy use (Ellis, 1990; Barnett, 1989; Block, 1986;
O ’Malley & Chamot, 1990; Oxford, 1990; Wenden & Rubin, 1987; Ruscioleeli,1995).
Questionnaires were found suitable as they have high range o f coverage 
(O ’Malley & Chamot, 1990). Likert-type questionnaire items were used in the study 
because they are believed to be useful instruments especially in determining opinions 
and attitudes (Busch, 1993; Turner, 1993) and thus, were thought to be effective in 
determining the students’ cognitive strategy use; that is, determining how they 
approach a text.
The second data collection method was the TAPs, which provided data on 
the actual strategy use o f the students. TAPs were found suitable for this study since 
they yield rich data on the mental processes which cannot always be observed 
(Oxford, 1990; Someren at al., 1995), such as strategies. This is due to three major 
reasons. Firstly, TAPs provide a “clear insight” (p. 6) in how the respondents 
approach a problem solving task. They also give information about how the 
respondents solve the problems they encounter during the task. Finally, TAPs yield 
data about the difiBculties and confusion the respondents experience (Someren at al, 
1995). The information collected from the TAPs were also used to triangulate the 
data gathered from the questionnaires.
Questionnaires and TAPs were used as complementary research instruments 
in this study as no single method o f inquiry is sufficient for all the purposes and
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contexts and each method has its disadvantages along with the advantages (O’Malley 
& Chamot, 1990; Oxford, 1990). Questionnaires have often been criticized due to the 
belief that they may not provide the researchers with in-depth information about the 
actual strategy use because self reported data does not always reflect the actual 
process. For that reason, TAPs, which are considered to be effective tools in 
providing rich information about the actual strategy use, were chosen as the second 
research instrument.
The results o f the checklists given to the DBE instructors provided 
information on whether students o f the DBE get training for the cognitive strategies 
which are the focus o f this study. Checklists were found to be useful in such an 
inquiry as they are practical instruments to collect data on the presence or absence of 
certain behaviors (Best & Kahn, 1988).
Informants
Data collection took place at Hacettepe University. Sixteen DBE instructors 
and 176 freshman students were the informants o f this study (Questionnaires were 
administered to 162 students and 14 students did TAPs).
Freshman students
The students were chosen from the English medium departments. The first 
justification for this choice is the increasing number o f English medium departments at 
Hacettepe University. Secondly, the students o f these departments must do extensive 
reading in the target language in order to continue their academic studies successfully.
Students at Hacettepe University are seated for a proficiency exam before 
starting their education in their departments. The proficiency exam also serves as a 
placement test for the students who are going to attend the DBE. The students who
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do not get 60 in the proficiency exam attend the DBE for one academic year. There 
are three different levels at the DBE. B level serves the intermediate students and it 
has a-25-hour program a week. C level, on the other hand, consists o f beginning level 
students who have 30 hours o f English classes each week. Students who are not 
successful after their first year continue their education at the DBE for another year. 
These students are placed in D level which has a-25-hour program a week.
Students at the DBE are taught reading comprehension as an integrated skill 
in the first term. In the second term, on the other hand, all levels use a reading 
textbook as a supplementary material for their course books. Apart from the reading 
comprehension parts o f their achievement and proficiency tests, students are given 
nine reading comprehension examinations which are based on their understanding o f 
the previously assigned reading books and texts on various topics.
As the informants o f this study were determined according to their 
departments, the students who attended any o f the levels mentioned above as well as 
the ones who were exempted from the preparatory program participated in this study.
One-hundred and seventy-six students, aged between 19-23, from four 
different departments participated in this study. The departments and the distribution 
o f the students are presented below:
Computer Engineering - 53 students
Nuclear Energy Engineering - 26 students
Economics - 45 students
Management 52 students.
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The engineering departments were chosen to represent the physical sciences 
whereas the social sciences are represented by the departments of Economics and 
Management.
Instructors o f the DBE
Apart from the students, 16 DBE instructors were included in the data 
collection process. All o f the instructors were teaching reading as an integrated skill 
to the students at the DBE and 6 o f them were also teaching freshman reading 
courses. These instructors had 3 to 12 years o f experience as English teachers and 
their age range was between 26-35.
Materials
The questionnaire devised for this study consisted two parts (See Appendix 
A for the sample questionnaire). The first part required background information which 
might be needed during the data analysis process and the students were asked to 
choose among the given options. The second part aimed to investigate the informants’ 
cognitive reading strategy use while reading a text in English. In this part there were 
24 Likert-type items for which the respondents were to choose the most appropriate 
item by selecting among:
• always true of me,
•  usually true o f me,
•  sometimes true o f me,
•  rarely true o f me,
•  never true o f me.
The questionnaire items were taken, with little modification, from Chamot 
(1993), Cotteral (1991), Oxford (1989, in Oxford, 1990), and Rusciolelli (1995). All
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the cognitive strategies that are stated by these researchers were included in the 
questionnaire. Modifications were done after the piloting with the aim o f eliminating 
the features that students had difficulty in understanding.
The teacher checklist investigated the same strategies in the student 
questionnaire and the respondents were asked to tick the items that were feasible in 
terms o f strategy instruction (See Appendix B for the sample checklist). In drawing 
conclusions from the checklists, it was assumed that the teachers were following the 
curriculum and the strategies that were emphasized in the curriculum were also taught 
in the classrooms.
As for the TAPs, two different non-technical texts were used. The texts were 
selected according to the following criteria:
•  Whether the texts were interesting enough for the learners to 
evoke their curiosity;
• Whether the texts were suitable in terms o f cognitive reading 
strategy use.
The text titled “Are You Happy?” was used in the warm-up sessions (See 
Appendix F for the text used in the warm up-sessions). During the actual TAPs 
another text titled “Does Honesty Always Pay?” was used (See Appendix G for the 
text used for the TAPs). The text used for the warm-up was shorter than the text read 
by the students during the TAPs because the aim was to give students an idea about 
what they were expected to do while reading the text without influencing them.
The fact that the text used in the TAPs had a title and a picture allowed the 
researcher to assess whether the students used these to anticipate the text content 
before starting to read. Moreover, an informative text was chosen deliberately since
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students have to read informative texts for their academic content classes. Finally, the 
topic o f the text “Does Honesty Always Pay” was found suitable since it did not 
require any specific knowledge and it was assumed that all the students could use 
their background knowledge while reading.
Procedures
As the first step for the data collection, the questionnaires were piloted. The 
piloting was done with four English teachers and sixteen freshman students. The aim 
o f the piloting was to see if the questionnaire items were intelligible or not. After the 
modifications were made, the questionnaires were administered. The students were 
informed about the purpose o f the study, which was to understand how they approach 
a text when they read for their academic content classes, and the importance o f their 
responses for the study beforehand. The checklists for the DBE instructors were 
administered on the same day and the instructors were also informed about the study, 
the purpose and the importance o f their responses.
The TAPs were piloted by 2 freshman students. The findings were used to 
find out whether the texts were interesting for the students and whether they required 
the students to use cognitive reading strategies. Since these issues were confirmed, no 
modifications were made. Furthermore, four instructors were consulted about the 
level o f the text and it was found appropriate.
Twenty students from four departments volunteered to take part in the 
TAPs. However, only fourteen o f them participated in the study since six o f the 
students decided to withdraw from the study. Data were collected in separate sessions 
for each participant at Hacettepe University. Each session lasted for about 30-45 
minutes.
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Students were first given information about what they were expected to do 
during the TAPs and the aim o f this process (See Appendix E for the warm-up talk). 
Students were informed that they could use Turkish or English, whichever they felt 
themselves comfortable with, while verbalizing their thoughts as advocated in the 
literature (O’Malley & Chamot, 1990). Then, the researcher modeled the process 
using the text “Are You Happy?”. Next, the students were given the text “Does 
Honesty Always Pay?” and asked to think aloud. All participants used Turkish during 
the TAPs. The verbal reports the students gave were recorded for future use but the 
researcher also took notes on the cognitive strategies the students used.
Data Analysis
Data analysis consisted o f both quantitative and qualitative methods. The 
results o f the questionnaires and checklists were analyzed quantitatively. For the items 
in questionnaires and checklists, frequencies and percentages were calculated. The 
results o f the checklists were used to understand if the reading strategy use o f the 
students reflect the instruction they got. That is, if there was a correlation between 
what the students and the teachers reported about the same strategies investigated. 
Tables were used to display the results.
TAPs, on the other hand, were analyzed qualitatively. The first step was 
identifying the cognitive strategies used by each student. Next, the protocols were 
coded according to the strategy classification coding scheme which was developed 
beforehand (See Appendix C for the strategy classification coding scheme). A 
taxonomy o f the cognitive strategies used by the students during the TAPs was 
established through the coding, and the related behaviors were tabulated. Then, two 
o f the protocols were translated into English (See Appendices H and I for sample
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protocols). One o f the translations was back translated into Turkish by a colleague to 
check reliability and necessary modifications were made. The fi’equencies and 
percentages were determined for each strategy employed during the TAPs and the 
data were displayed in tables.
Calculating the frequencies and percentages for both the questionnaires and 
the TAPs allowed the researcher to make a comparison between self-reported data 
(Questionnaires) and the actual reading process (TAPs) in terms o f cognitive strategy 
use. The findings o f the checklists were used to investigate the relationship between 
the students’ cognitive strategy use and the training they get for those strategies.
This chapter has presented a discussion on the participants o f the study, 
materials used for data collection, procedures followed and data analysis techniques 
used. Analysis o f data will be presented in the next chapter.
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CHAPTER 4: DATA ANALYSIS 
Overview o f the Study
The purpose o f this study was to identify the cognitive reading strategies that 
the freshman students at Hacettepe University need to develop in order to continue 
their academic studies successfully. Three methods were used to collect data; 
questioimaires, checklists and think aloud protocols. The questiotmaires were 
administered to freshman students to identify the cognitive strategies that they use 
while reading and therefore, to understand which strategies they need to develop in 
order to continue their academic studies successfully. The checklists were 
administered to the English instructors o f the Department o f Basic English (DBE) to 
collect information about whether or to what extent the cognitive reading strategies 
that were identified in the questionnaires were taught in the DBE classrooms. In other 
words, the aim was to investigate whether the existing reading curriculum provided 
opportunities for teachers to teach cognitive reading strategies. The TAPs were 
administered to the freshman students with the purpose o f identifying what cognitive 
reading strategies the students were using during the actual reading process and thus, 
to verify the data obtained through questionnaires. The major research question was: 
What are the cognitive reading strategies that the freshman students at Hacettepe 
University need to develop in order to continue their academic studies successfully?
Questionnaires were administered to the freshman students o f four 
departments; namely. Computer Engineering, Nuclear Energy Engineering,
Economics and Management. Two hundred questionnaires were distributed and 162 
o f them were received back. The response rate for questionnaires was 81%.
Checklists were completed by 16 DBE instructors with the response rate of 100%.
Similarly, frequencies and percentages were determined for each item in the 
checklists. TAPs were administered to 14 freshman students. Analysis o f the TAPs 
includes a taxonomy o f cognitive reading strategies used by the students during the 
TAPs as well as the frequencies and percentages o f the cognitive strategies employed 
during the TAPs.
This chapter presents an analysis o f the data collected through the 
questionnaires, checklists and TAPs. The first part contains the analysis o f the 
questionnaires for which the frequencies and percentages for each item are displayed 
in tables. In the second part, the analysis o f the checklists is presertted. The analysis o f 
TAPs comprises the last part in which the data collected through TAPs are displayed 
in tables.
Analysis o f Questionnaires
The questionnaire consisted o f two parts. The first part contained 
biographical information about the students and the second part contained 24 Likert 
type items for which students were expected to choose from a five-point rating scale. 
The aim o f the second part was to identify what students do when they read a text in 
English; that is what cognitive reading strategies they use while reading. This section 
was divided into three according to the different phases of reading as pre-reading 
strategies, while-reading strategies and post-reading strategies. For this part, the item 
numbers are maintained to help the reader follow easily.
Biographical Information
The results o f this part are displayed in Table 1.
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Biographical Information About Freshman Students fN=162)
Table 1
Question F P
Gender
Male 86 53%
Female 76 47%
Age
16-19 74 46%
20-23 88 54%
Length of training in English
1-2 years 37 33%
3-4 years 20 12%
5-7 years 26 16%
8 years and above 79 49%
Type of high school graduated from
State High School 57 35%
Vocational High School 15 3%
Anatolian High School 59 36%
Private High School 35 22%
Other 6 4%
Note. F= frequency; P= percentage
The responses given to the questions in Part I indicate that more than half of 
the respondents (53%) are male. The percentage of the female respondents was also
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close (47%). The age range also show similar results; the percentages o f the 
respondents who were aged between 16-19 and 20-23 were close, 46% and 54% 
respectively. As for the length o f English training, it is interesting to note that the 
students who had been studying English for 8 years and above comprises the 49% of 
sample population while the second highest percentage belongs to the students who 
had been trained in English for 1-2 years (33%). The responses given to the question 
related to the high schools the subjects graduated from show that more than half o f 
the students (71%) were graduates o f state schools; either from state high schools 
where students do not get intensive English training or from Anatolian high schools 
where students study English for 7 years intensively.
In the first part o f the questionnaire, the informants were also asked to rate 
their proficiency in reading and it is interesting that more than half o f the students 
(65%) rated their proficiency as good while only 4% rated it as excellent.
Pre-reading Strategies
The questionnaire items in this part were related to activating background 
knowledge and understanding what the text is mainly about. The results o f the pre- 
reading strategies section are displayed in Table 2.
Cognitive Strategy Use of Freshman Students for the Pre-reading Phase (N=162)
Table!
Scale
always true usually true sometimes true rarely true never true
Question Strategy
of me of me of me of me of me
F P F P F P F P F P
1 Reading the title and imagining what the text might be about 36 (22.2%) 69 (42.5%) 47 (29.01%) 7 (4.3%) 3 (1.8%)
2 Looking at illustrations/pictures and trying to guess how they relate to the text 20 (12.9%) 66 (40.7%) 57 (35.1%) 17 (10.4%) 2 (1.2%)
3 Reading over the text quickly to get the gist 46 (28.3%) 55 (33.9%) 23 (14.1%) 25 (16.4%) 13 (8.02%)
4 Reading the first line of every paragraph to imderstand >\iiat the text is about 11 (6.7%) 24 (14.8%) 26 (16.04%) 59 (36.4%) 42 (25.9%)
5 Thinking about previous knowledge on the topic of the text 28 (17.2 %) 28 (17.2%) 8 (4.9%) 60 (37.03%) 38 (24.4%)
Note. F= frequency; P= percentage
u>
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As indicated in the table, both relating the title (Question 1) and 
illustrations/pictures (Question 2) to the text content are the strategies which are 
employed by more than half o f the students always and usually, 62.7% and 53.6% 
respectively. It can be concluded that the majority o f students use the strategies o f 
relating the title and illustrations/pictures to the text content.
As for reading over the text (Question 3), the “always” and “usually” 
responses taken together reveal that more than half o f the sample population (62.2%) 
prefer to get the gist before doing detailed reading. However, the responses given to 
Question 4 show that only 35 students (21.5%) read the first line o f each paragraph 
to get the gist. Reading the fij"st line o f each paragraph to get the gist is considered to 
be an alternative way to skim which can especially be beneficial when students have to 
read a lengthy text. However, it seems that students prefer reading over the text to 
reading the first lines o f each paragraph to get the gist.
As the table shows, 60 students (37.03%) rarely and 38 students (24.4%) 
never try to relate their background knowledge to the text (Question 5). Total number 
o f students who reported that they always or usually think about their own knowledge 
on the topic was 56 (34.4%). Like the strategy o f reading the first lines o f the 
paragraphs, relating the background knowledge to the text does not seem to be a 
commonly used strategy.
While-reading Strategies
Table 3 shows the data on the use o f cognitive reading strategies during the 
while-reading phase.
Table 3
Cognitive Strategy Use of Freshman Students for the While-reading Phase nSf=162^
Question Strategy
always true 
of me
usually true 
of me
Scale
sometimes true 
of me
rarely true 
of me
F P
never true 
of me
F P
6 Reading without looking up every
unknown word in the dictionary 38 (23.4%) 58 (35.8%) 33 (20.3%) 25 (15.4%) 8 (4.9%)
7 Using a dictionary for the important words 17 (10.9%) 108 (66.6%) 18 (11.1%) 9 (5.5%) 10 (6.1%)
8 Guessing the meaning of a word from the context 34 (20.9%) 78 (48.1%) 33 (20.3%) 13 (8.02%) 4 (2.4%)
9 Guessing the meaning of a word from the
grammatical category 11 (6.7%) 27 (16.6%) ' 19 (11.7%) 56 (34.5%) 49 (30.2%)
10 Remembering a new word by thinking of a
situation in which the word might be used 28 (17.2%) 25 (15.4%) 57 (35.1%) 40 (24.6%) 12 (7.4%)
11 Skipping words 2 (1.2%) 10 (6.1%) 40 (24.6%) 64 (39.5%) 46 (28.3%)
12 Rereading a sentence 71 (43.8%) 59 (36.4%) 22 (14.1%) 8 (4.9%) 2 (1.2%)
13 Considering the other sentences in the paragraph 
to figure out the meaning of a sentence 38 (24.4%) 80 (49.3%) 31 (19.1%)
13 (8.02%) 0 (0.0%)
14 Reading without translating word-for- word 15 (9.2%) 8 (4.9%)
23 (14.1%) 60 (37.03%) 56 (34.5%)
15 Having a picture of the events in the text in mind 32 (19.7%) 39 (24.07%)
71 (43.8%) 17 (10.4%) 3 (1.8%)
16 Paying attention to words or phrases that show 
how the text is organized 28 (17.2%) 50 (30.8%) 64 (39.5%)
17 (10.4%) 3 (1.8%)
17 Taking notes on the important points of the text 17 (10.4%) 23 (14.1%)
35 (21.6%) 48 (29.6%) 39 (24.07%)
18 Making guesses about what will come next based 
on the information already given in the text 12 (7.4%) 51 (31.4%) 31 (19.1%)
60 (37.03%) 8 (4.9%)
19 Relating the text to background knowledge about 
the topic to remember important information 11 (6.7%) 16 (9.8%) 33 (20.3%)
64 (39.5%) 38 (23.4 %)
Note. F= frequency; P= percentage
4^
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The responses given to Questions 6 and 1, which are both related to the 
dictionary use, indicate that more than half o f  the students (59.2%) never and rarely 
look up every unknown word they encounter (Question 6) and that a higher percentage 
(77.5%) usually and always consult a dictionary if they think the unknown word is 
important (Question 7). Hence, it can be said that the majority o f students do not stop to 
look up every single word they are not familiar and yet students usually and always use a 
dictionary when they think knowing the meaning o f a particular word is important for 
their comprehension.
As for contextual guessing (Question 8), more than half o f the students (69%) 
reported that they usually and always use the context to guess the meaning o f a word.
This result contradicts with the responses given to guessing from the grammatical 
categoiy (Question 9) which is considered an alternative way to contextual guessing.
One hundred and five students (64.7%) said that they either rarely or never employ this 
strategy. Considering word guessing, it can be concluded that contextual guessing is a 
much more common strategy than guessing from the grammatical form. This conclusion 
is supported by the responses given to Question 13 which asked whether the students 
make use o f the context to understand a sentence. Adding the “usually” and “always” 
responses it can be said that majority o f the respondents (73.9%) considers other 
sentences when they have difficulty in understanding a sentence. Putting it differently, 
contextual guessing, both on word and sentence level, is a strategy which is used by 
more than half o f the students.
In response to Question 11, only 12 students (7.3%) said that they always and 
usually think skipping some o f the words does not prevent them from understanding the
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text. The responses suggest that more than half of the students (67.8%) think they do not 
understand the text if they skip some o f the unknown words. This result parallels with 
the responses given to Question 14, which shows that more than half o f the students 
(71.8%) never and rarely avoid translating the text word-for-word. The reason for 
students to think they will not be able to understand the text if they skip some o f the 
words might be the fact that they rely too much on word for word translation, which 
should be avoided (Cohen, 1990).
More than half o f the students (62.9%) stated that they rarely "and never make 
use o f their background knowledge to remember the important information in the course 
o f reading (Question 19). This and the responses given to Question 5 (See Table 2) 
suggest that less than half o f the students always and usually use the strategy o f relating 
the world knowledge to the text content during the pre- or while-reading stages. This 
result should be noted because activating background knowledge both before and while 
reading is considered a critical strategy for making sense o f the written material.
(Barnett, 1988; Carrell in Carrell, Devine & Eskey, 1988; Grabe, 1991 & Oxford, 1990).
The responses to Question 12 indicate that reading a sentence again when there 
is a comprehension problem is a widely used strategy since 130 students (80.2%) stated 
that they always and usually reread a sentence when they do not understand it. Unlike 
reading to remedy comprehension problems, which seems to be a common strategy 
among students, taking notes on the important points o f the text was (Question 17) 
employed always and usually by only 40 students (24.5%) and this indicates that 
although note-taking is considered to be an effective strategy (Cohen, 1990; Knight et 
al., 1985; Lia, 1993; Miholic, 1994; Padrón & Waxman, 1988), it is not used widely.
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The distribution o f some responses prevent a conclusion be drawn related to 
some strategies. The responses given to Question 10, which asks whether students think 
o f a situation for the words they need to remember, seem to be inconclusive due to the 
surprising responses given. The number o f students saying they always or usually and 
rarely or never use this strategy was very close, 53 (32.6%) and 52 (32%) respectively. 
Given that 57 students (35.1%) stated they sometimes think o f a situation to learn the 
meaning of a word, it is seen that the responses do not reveal comprehensive information 
about how students approach this strategy.
It is also seen that 71 students (43.8%) stated that they sometimes use the 
strategy of visualizing (Question 15). Similarly, 64 students (39.5%) stated that they 
sometimes pay attention to words and phrases that show how the text is organized. 
However, less than half o f the students (48%) use it always or usually. The fact that the 
“sometimes” responses comprise the highest percentage makes it difficult to understand 
what students’ attitude towards this strategy is. This result might be attributed to the 
vagueness of the question; that is to say, the students might not have known which 
words or phrases reveal information about how the text is organized.
About using the information given so far in the text to anticipate the incoming 
information (Question 18), it is interesting to note that the number o f students reporting 
that they either always or usually employ this strategy was close to the number of 
students saying that they never or rarely use it. Thirty-one students (19.1%) reported 
that they sometimes employ this strategy. This result may either be due to the fact that 
students did not understand what was really meant by this questionnaire item or not all o f
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the students had training in relating previously given information to the incoming parts of 
the text.
As for visualizing the events (Question 15), it is seen that 71 students (43.8%) 
stated that they sometimes use this strategy, a result that prevents a conclusion to be 
drawn.
Post-Reading Strategies
The last part o f the questionnaire was designed to understand what cognitive 
reading strategies the students were using during the post-reading phase and the results 
o f this part are shown in Table 4.
Table 4
Cognitive Strategy Use of Freshman Students for the Post-reading Phase (N 162)
Question Strategy
always true 
of me
Scale
usually true 
of me
sometimes true 
of me
rarely true 
of me
F P
never true 
of me
F P
20 Classifying the words according to their meanings
21 Classifying the words according to their grammatical categories
22 Summarizing the main ideas
23 Rereading the text to remedy comprehension failures
24 Rereading the text to remember the important points
10 (6.1%) 16 (9.8%) 24 (14.8%) 49 (30.2%) 63 (38.8%)
7 (4.3%) 13 (8.02%) 41 (25.3%) 67 (41.3%) 34 (20.9%)
18 (11.1%) 20 (12.3%) 26 (16.04%) 52 (32.09%) 46 (28.3%)
45 (27.7%) 59 (36.4%)^ 24 (14.8%) 21 (12.9%) 13 (8.02%)
25 (15.4%) 26 (16.04%) 50 (30.8%) 50 (30.8%) 11 (6.7%)
Note. F= frequency; P= percentage
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As the table shows, the data regarding classifying words according to then- 
meanings (Question 20) indicate a negative tendency; adding the rarely and never 
responses reveals that 112 out o f 162 students (70%) do not classify words according 
to their meaning in order to remember them more easily. Similar results were obtained 
for Question 21, which asked students whether they classify words according to their 
grammatical categories. It is seen that more than half o f the students (72.2%) rarely 
and never employ this strategy to remember the words in the text. Classifying words 
according to their meanings and grammatical categories are considered to be 
alternative ways for delayed retention of the meaning o f words. However, neither o f 
the strategies seems to be employed widely.
The fact that 98 students (60.39%) stated that they rarely and never make 
summaries (Question 22) demonstrates that this is not a frequently used strategy. It 
should be noted that the responses given to Question 22 are similar to those given to 
Question 17 (See Table 3), which is related to note-taking. Both summarizing and 
note-taking serve the purpose o f concentrating on main ideas and thus distinguishing 
the important from the less important information in the text. It can be concluded that 
the majority neither summarizes nor takes notes to focus on the important points o f 
the text they are reading.
Questions 23 and 24 were both about rereading, but with a different focus. In 
question 23, students were asked whether they read the text for a second time if there 
are parts that they do not understand. The results indicate that 128 students (79%) 
always, usually or sometimes do rereading to understand the text better. This result is 
consistent with the responses given to Question 12 (See Table 3) which reveal that 
rereading on the sentence level is employed by the majority (82%). However, it seems
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that rereading the text to remember important information does not seem to be a 
common strategy among students since only 51 students (31.44%) said that they 
always and usually employ this strategy. The results suggest that the majority o f 
students read the text again only when they have comprehension problems but not 
when they need to remember important points.
Analysis o f Checklists
The checklists were administered to 16 DBE instructors with a response rate 
o f 100%. For the checklists, the instructors put a tick next to the cognitive strategies 
they teach in the classrooms. Similar to the questionnaires, frequencies and 
percentages were determined for the 24 items in the checklists.
The results o f the checklists are displayed in Table 5.
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Tables
English Language Instructors’ Perceptions of Cognitive Strategy Instruction (N=161
Item Strategy
Pre-Reading Strategies
1 Reading the title and imagining what the text might be about 16 (100%)
2 Looking at illustrations/pictures and trying to guess how
they relate to the article 14 (87.5%)
3 Reading over the text quickly to get the gist before reading it
more carefully 11 (68.7%)
4 Reading the first line of every paragraph to understand what
the text is about 4. (25%)
5 Thinking about what is already known about the topic of
the text 15 (93.7%)
While-Reading Strategies
6 Reading without looking up every word 16 (100%)
7 Using an outside source, such as a dictionary if a word seems
important to know 9 (56.2%)
8 Guessing words from the context 16 (100%)
9 Guessing words from the grammatical categories 10 (62.5%)
10 Remembering a new word by thinking of a situation in which
the word might be used 9 (56.2%)
11 Skipping words which do not interfere with understanding 5 (31.2%)
12 Reading a sentence again to remedty comprehension failures 13 (81.2%)
13 Thinking about the other sentences in the paragraph to
understand what a sentence means 16 (100%)
14 Not translating word-for-word 16 (100%)
15 Visualizing the events in the text 3 (18.7%)
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16 Paying attention to words/phrases that show how the text is
organized 12
17 Taking notes on important points 6
18 Making guesses about what will come next using the
information alread|y given in the text 11
19 Thinking of relationships between alrea<^ known and new 
information to remember important information given in
the text 3
Post-Reading Strategies
20 Classifying the words according to their meanings 9
21 Classifying the words according to their structures 11.
22 Making summaries 2
23 Rereading the whole text when there is a comprehension
problem 15
24 Rereading the whole text to remember the important points 10
(75%)
(37.5%)
(68.7%)
(18.7%)
(56.2%)
(68.7%)
(12.5%)
(93.7%)
(62.5)
Note. F= frequency; P= percentage
As indicated in the table, the number o f teachers who said that students get 
instruction in using the title to guess the text content (Iteml) is higher than the 
number o f teachers who stated that students are taught to use the illustrations/pictures 
(Item 2). This result is interesting since both strategies are used for the same purpose; 
however, it seems that relating the title to the text content is more commonly taught 
than relating the illustrations/pictures to the text. The responses given to Item 3 
indicate that more than half of the teachers (68.7%) teach their students reading over 
the text to get the gist, however it is seen that only 25% o f the teachers train the 
students to read the first line o f each paragraph to understand what the text is about
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(Item 4). It seems that the majority o f the teachers encourage students to read over 
the text rather than read the first lines o f the paragraphs to get the gist. As shown in 
the table, teaching students to relate their background knowledge to the topic of the 
text indicated a very positive tendency (93.7%).
The responses given to Items 6 and 7 indicate that students are encouraged 
to use the dictionary parsimoniously. While all the teachers (100%) said they try to 
dissuade their students from looking up every unknown word they encounter in the 
text, the percentage o f teachers who revealed that students are encouraged to consult 
a dictionary for the words that seem important was significantly lower although 
indicating more than half o f the teachers (56.2%) seem to teach this strategy.
For guessing the meanings o f words (Item 8 and 9), all instructors (100%) 
reported that students get training to guess the meaning o f words from the context 
whereas a lower percentage (62.5%) stated that they teach guessing from the 
grammatical form in their classes. The responses given to Items 13 and 18, which 
suggest that students are trained to consider the context while reading further support 
the view that students are encouraged to use the context either to understand the text 
better or to remedy comprehension failures both on word and sentence levels.
More than half o f the teachers (56.2%) said that students are trained to think 
o f a situation in order to remember a word (Item 10) unlike 18.7% who said students 
are encouraged to visualize the events in the text (Item 15), which is also a helpful 
strategy for delayed retention.
In Item 11, which is about skipping words, surprisingly only the responses o f 
5 instructors (31.2%) revealed that students get training in skipping words, which is 
thought to be an essential strategy for effective reading. This contradicts with the
53
result showing that all the teachers encourage their students to read without looking 
up every unknown word.
The responses given to Item 12 imply that reading a sentence again to 
remedy comprehension failures is practiced in most o f the classrooms as evidenced by 
the responses o f 13 instructors (81.2%). Rereading the entire text both to remedy 
comprehension failures (Item 23) and to remember important information (Item 24) 
also has a positive tendency with the percentages o f 93.7 and 62.5 respectively.
As shown in the table, the percentage of teachers who stated that they teach 
students how to make notes (Item 17) and summaries (Item 22) on the important 
points o f the text indicate negative tendencies, 37.5% and 12.5% respectively. This 
may imply a lack o f emphasis on note-taking and summarizing.
The answers to Item 19 reveals that using background knowledge to 
remember the important points in the text is not practiced in most of the classrooms 
among the 16 instructors only 3 of them (18.7%) stated that they teach this strategy. 
The responses are in contradiction with the responses given to Item 5. Comparing the 
two items, it seems that students are encouraged to activate their background 
knowledge before reading the text, but not to use it while reading the text. On the 
other hand, it seems th a t, students are trained to classify the words according to their 
meanings (Item 20) and grammatical categories (Item 21), 56.2% and 68.7% 
respectively as evidenced by the responses of more than half o f the teachers..
An analysis o f the responses given to the pre-reading strategies reveals that 
all strategies but reading the first lines o f each paragraph to get the gist are taught by 
majority o f teachers although frequencies differ. When the while-reading strategies are 
considered, the responses of the instructors suggest that students are taught all
54
strategies mentioned in the checklist, except for skipping words, visualization and 
relating the background knowledge to the text to remember the important 
information, in more than half o f the classrooms. The responses given to the post­
reading strategies reveal that except for summarizing, all the post-reading strategies 
investigated are practiced in the majority o f the classrooms.
Analysis o f Think-Aloud Protocols 
In analyzing the TAPs the steps taken were:
1. developing a coding scheme for the predetermined cognitive reading strategies 
(See Appendix C for the list o f code categories),
2. transcribing the protocols,
(See Appendix H for the sample transcribed protocol),
3. translating two o f the protocols from Turkish into English word-for-word.
In choosing two protocols to translate, the rationale was to provide the reader with 
the protocols of the students who used the most and the fewest strategies.
4. Back translating one o f the protocols.
The back translation was done by a colleague in order to determine any possible 
discrepancies in meaning. Two versions were then compared and the necessary 
modifications were made.
5. Identifying the cognitive strategies used by the subjects during the TAPs,
6. Coding the protocols according to the previously developed scheme (See 
Appendices I and J for sample coded transcriptions),
7. Coding o f one o f the protocols to check on the reliability.
One o f the protocols was coded by a colleague to see if there were any differences 
between the two versions and no significant discrepancies were found.
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8. Developing a taxonomy o f cognitive strategies used by the students,
9. Determining the frequencies and percentages for each cognitive strategy 
noted during the TAPs.
In Table 6, a list o f strategies obtained after the analysis o f TAPs is 
presented. The definition for each strategy and one example taken from the student 
protocols are also presented for each strategy type. Text segments are presented by 
the lower case letters while the bold face characters indicate respondent 
verbalizations. Parentheses include the researcher’s comments.
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Table 6
E)efinitions and Samples of Cognitive Strategies Noted Ehiring the TAPs
Strategy Deiiiiition and Sample
Using the title to anticipate 
the text content Reading the title and imagining what the text might be about
'‘Does honesty always pay?'' I guess it talks about the 
advantages of being honest
Using the illustrations/pictures 
to anticipate the text content Relating the pictures/illustrations to the text content
(Student looks at the picture.) The passage may be about the 
parties, parties rich people give, erm · . .  what women wear 
when they go to those parties maybe.
Reading over the text to get 
the gist Reading the text quickly to understand what the text is 
about without paying attention to details
(Student takes the text.) ^Let me go over the passage firs t It 
is easier.”
Reading the first line of 
each paragraph Understanding the gist 1^ considering the first line of each 
paragraph
(Students looks at the title and then reads the first lines of the 
first two paragraphs before reading the rest of the text.)
“What is a lie?” It is about lie. “Professor Jerald Jellison of 
the University of Southern California has made a scientific 
study of lying.” It talks about the studies on lying, I guess.
Activating background knowledge Considering the background knowledge on the topic of the text
“Does Honesty Always Pay?” Actually it may well be 
disadvantageous at times but in principle being 
honest is good.
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Not using the dictionary for 
each unknown word Not consulting the dictionary for every unfamiliar word
“ The tip of the nose is very sensitive to such changes and the 
increased pressure makes it itch.” I do not know what itch 
means. (Students takes the dictionary.) I think this sentence 
explains why people touch their nose when they tell a lie . 
That is, the pressure increases and this affect the nose. 
That is why they touch their nose. (Students puts back the 
dictionaiy.)
Using a dictionary Consulting a dictionary when knowing the meaning of a word 
seems important for comprehension
“Other researchers say that men are more likely tell more 
serious lies, such as making a promise which they have no
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intention of fulfilling/' I don’t know the meaning of fulfill. 
This sentence tells me nothing about the types of lies men 
tell (Students looks the word up in the dictionary.) Hmm, 
here it says that men does not keep their words.
Guessing from the context Using the other words or sentences to figure out the meaning 
of a word or a sentence
“Other researchers say that men are more likely to tell more 
serious lies, such as making a promise which they have no 
intention of fulfilling." Fulfill probably means keep here . It 
is like keeping one’s words.
Guessing from the 
grammatical category Using the previously learned language clues to figure out the 
meaning of a word
“ To the trained observer they are saying T wish I were 
somewhere else now." Trained is not a verb here; it is 
about the observer. Yes it is an adverb, no no adjective. If 
you are a clever observer, you understand they feel 
uncomfortable,. . .  probably.
Skipping words Not paying attention to the unknown words if they do not 
interfere with overall comprehension
“Of course, such gestures as rubbing the nose, covering the 
mouth, or squirming about in a chair cannot be taken as proof
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that the speaker is lying.” Such gestures, erm covering the 
mouth e r m . . .  I don’t really know the meanings of the 
words here but they are the things that the liars do. That 
is, liars do these but you shouldn’t call a person liar when 
you see them doing these.
Rereading a sentence Reading a sentence again to remedy comprehension failures
“Such a gesture can be interpreted as an unconscious attempt 
on the part of a liar to stop himself or herself from lying.” I 
did not understand this sentence. (Student reads the sentence 
again.) They do it because they themselves do not want to 
lie, I guess.
Considering the context to understand
the meaning of a sentence Using the information presented in the other sentences as a
base when the meaning of a sentence is not understood
“This is the kind of lie politicians and businessmen are 
supposed to be particularly skilled at: the lie from which the 
liar hopes to profit or gain in some way.” I do not know what 
profit or gain means but I think sentence shows men tell 
more serious lies because in the previous sentences it was 
said that women tell white lies while men tell more serious 
lies.
Translation Using the first language as a base to understand or produce the 
target language
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“ One explanation of this may be that lying causes a slight 
increase in blood pressure/' I guess blood pressure means 
^ansiyon^ in Turkish. But ^kan basıncı^ is the exact 
equivalent In Turkish we say ^tansiyon’, though.
Recognizing organization Paying attention to words and expressions that show how the 
text is organized
“However, this is only one side of the story” Now a 
contradictory opinion will be put forward. S/he said 
women are better liars first, and probably other people say 
no, men are good liars.
Assimilating the text with 
passage events Thinking about the information presented earlier in the text to 
anticipate what will come next
(Student reads the first paragraph.) I think it will talk about 
what a lie is and what is not from a philosophical point of 
view because that question is asked in the previous 
paragraph.
Assimilating the text with 
background knowledge Relating the background knowledge to the text to remember 
the text better
“This is the kind of lie politicians and businessmen are 
supposed to be particularly skilled at: the lie from which the
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liar hopes to profit or gain in some way/' So the politicians 
and businessmen tell this kind of lie . ·. because they are 
opportunist people. Just like Kumru Uçan* does; she tells 
lies to be a prime minister.
Summarizing Making a mental, oral, or written summary of main ideas 
of the text
(Student reads the entire text.) This text is about what people 
do when they lie; that is, how theh' behavior changes.
Rereading the text Reading the entire text again to remedy comprehension 
failures
(Student reads the text and verbalizes his thoughts.) I will 
read the text again because I understood what it is about 
but I did not understand the examples given.
* Because of the confidentiality concerns, a pseudonym was given to the politician mentioned by 
the student.
Among the 24 strategy types which were determined before the data 
collection process, 18 of them were observed during the Taps. After the analysis of 
TAPs, the strategies which were investigated in the questionnaire but were not used 
by any of the students during the TAPs were identified. It was seen that none of the 
14 students classified words either according to their meanings or grammatical 
categories, read the text again to remember the important points. Nor did they think
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of a situation to remember the meaning o f a word. This can be attributed to the fact 
that all o f the four strategies mentioned above are used enhance delayed retention. 
The students may not have found it necessary to remember the words or the 
information presented in the text as the task was not real for them.
Another strategy which was not used by any o f the respondents was having a 
picture o f the events in mind, which seems surprising since it is believed that 
visualization can best be observed in TAPs (Oxford, 1990). Note-taking was also a 
strategy which none of the students employed. This might be caused by the fact that 
the respondents would not need to consult the text later on and thus, did not take 
notes.
Analysis o f the TAPs 5delded insights on what cognitive strategies the 
students used during the actual reading process. Frequencies and percentages were 
determined for each strategy type employed by students since it was observed that the 
frequency o f strategy use varies for different strategies. The frequencies and 
percentages for each strategy are displayed in Table 7.
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Table?
Cognitive Strategy Use of Freshman Students During the Taos rN=14)
Strategy F P
Using the title to anticipate the text content 8 57.1%
Using the illustrations/pictures to anticipate the text content 5 35.7%
Reading over the text to get the gist 4 28.5%
Reading the first line of each paragraph 1 7.1%
Activating background knowledge 2 14.2%
Not using the dictionary for each unknown word 11 78.5%
Using a dictionary . 12 85.7%
Guessing from the context 8 57.1%
Guessing from the grammatical category 3 21.4%
Skipping words 8 57.1%
Rereading a sentence 9 64.2%
Considering the context to understand the meaning of a sentence 10 71.4%
Translating 13 92.8%
Recognizing organization 4 28.5%
Assimilating the text with passage events 6 42.8%
Assimilating the text with background knowledge 3 21.4%
Siunmarizing 2 14.2%
Rereading the text 6 42.8%
Note. F= Frequency; P= Percentage
The results indicate that slightly more than half o f the students (57.1%) use 
the title to anticipate the content o f the text. However, this percentage decreases 
significantly for the students who used the illustration (35.7%). As for skimming, the 
percentages indicate that neither reading over the text (28.5%) nor reading the first
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lines o f paragraphs (7.1%) was used by the majority. Activating background 
knowledge also indicated a negative tendency; only 2 students (14.2%) considered 
their background knowledge on the topic before starting to read. In contrast with the 
results o f the previous four strategies, the analysis o f TAPs suggested that students 
use the dictionary parsimoniously as evidenced by the percentages o f students who 
did not consult a dictionary for the unknown words which did not prevent them from 
comprehending the meaning and who looked up one or two words when they did not 
understand the sentence, 78.5% and 85.7% respectively. As for guessing, slightly 
more than half o f the students (57 .1%) tried to guess the meanings of words by 
considering the context. Using the context to understand the meaning o f a sentence 
was a more common strategy as indicated by 71.4% who employed this strategy. 
However, only 3 students (21.4%) tried to figure out the meanings o f the words from 
their grammatical categories, which suggests that students prefer to use the context 
when they make guesses. Slightly more than half o f the students (57.1%) skipped the 
words that did not impede their comprehension. The results indicate that almost all 
the students (92.8%) try to translate the text into Turkish while reading. Relying too 
much on translation might have a preventive effect on students from skipping the 
words. However, it might be wrong to conclude that students rely too much on 
translation only by considering the TAPs since this might be due to the fact that all o f 
the respondents used Turkish while thinking aloud. As for rereading, the table 
indicates that reading the entire text again to understand it better was employed by 
less than half o f the students (42.8%) while more than half of the students (64.2%) 
read the parts o f the text again. As for paying attention to clues showing how the text 
is organized, 4 students (28.5%) seemed to be careful about such clues. Less than half
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of the students (42.8) tried to relate different parts o f the text and only 3 students 
(21.4%) attempted to relate their background knowledge to the text. After the task 
ended, only 2 students (14.2) made oral summaries o f the important points o f the text 
in Turkish.
This chapter reveals the data collected through questionnaires, checklists and 
TAPs. The following chapter will discuss the findings o f the data and their 
implications.
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CHAPTER 5: CONCLUSION 
Summary o f the Study
This descriptive study aimed to identify the cognitive reading strategies that 
the freshman students at Hacettepe University need to develop in order to carry out 
their academic studies successfully. In determining the cognitive strategy needs, 
current strategy use o f the freshman students and whether the strategies used by the 
students parallel with the training they get were investigated. The data were collected 
through questionnaires, TAPs and checklists.
Two sample groups participated in the study: freshman students o f four 
departments, namely Computer Engineering, Nuclear Energy Engineering, Economics 
and Management, and the DBE instructors. As the first step, students completed the 
questionnaires consisting o f 24 Likert type items. The aim was to collect self-reported 
data on the cognitive strategy use in reading. The next step was the administration of 
the checklists which investigated the use o f the same strategies by the DBE instructors 
with the purpose of seeing whether the cognitive strategy use o f freshman students 
and the training that they get on these strategies were consistent. As the last step, the 
TAPs were done by the students o f the four previously mentioned departments. The 
TAPs were used to identify the cognitive strategies used during the actual reading 
process, and thus to triangulate the data obtained through the questionnaires and 
checklists.
In data analysis, both quantitative and qualitative techniques were used. 
Questionnaires and checklists were analyzed quantitatively. For each item in the 
questionnaires and the checklists, frequencies and percentages were calculated. The 
results were displayed in tables. TAPs, on the other hand, were analyzed qualitatively.
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The verbal protocols were coded according to a coding scheme which was developed 
before the administration of the TAPs. After the coding was completed, strategy 
categories were determined and samples from the protocols were matched with the 
categories. Next, the frequencies and percentages were computed for each strategy 
noted during the TAPs.
Summary o f Findings
This section reviews the findings o f the study. The findings will be discussed 
in relation to the research questions. The major research question was:
What are the cognitive reading strategies that the freshman students at 
Hacettepe University need to develop in order to continue their academic studies 
successfully?
The sub-questions are as follows:
a) What are the cognitive reading strategies that the freshman students 
o f Computer Engineering, Nuclear Energy Engineering, 
Management and Economy departments employ while reading in 
English?
b) What are the cognitive reading strategies that are emphasized in the 
current curriculum as perceived by the instructors o f the DBE?
For the purpose o f relating the findings to the major research question, the 
discussion on the two sub-questions is presented first. That is to say, the first part 
presents the findings on the cognitive reading strategy use o f the freshman students. In 
the second part, the relationship between the students’ cognitive strategy use and 
strategy instruction they receive is examined. Finally, a discussion about the cognitive 
reading strategies that the students need to develop is presented.
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Co|gnitive Strategy Use o f Freshman Students
A comparison of the results o f the questionnaires and the TAPs revealed 
both similar and contradictory results about the cognitive strategy use o f students. 
Looking at the parallel results reveals that more than half of the students employ the 
strategies o f relating the title to the text content, using the dictionary parsimoniously, 
rereading a sentence when there is a comprehension problem and skipping words. The 
fact that the majority o f the participants o f this study skipped some o f the unknown 
words is in contradiction with the findings o f the studies done by Cotteral (1991) and 
Padrón and Waxman (1988) which suggest that students do not ignore the words 
whose meaning they do not know. This finding is also inconsistent with responses 
given to the checklists which reported that the majority o f the teachers stated that 
students do not get training to skip words.
On the other hand, the findings showed that students do not use some 
strategies such as reading the first line o f each paragraph to get the gist. In 
understanding what the passage is about as a pre-reading strategy reading over the 
text seems to be a more commonly used strategy, which confirms the findings of 
Rusciolelli’s (1995) study. It is interesting to note that students do not use their 
background knowledge on the text content either to activate their schemata as a pre- 
reading strategy or to make predictions on the incoming information as a while­
reading strategy. This contradicts with the previous research findings on the same 
topic, which indicates that students use their background knowledge to facilitate their 
reading in the target language (Gül, 1990; Sankaya, 1997).
Another interesting finding is related to guessing. Students seem to use the 
strategy of contextual guessing both at the word and sentence levels. This confirms
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the previous research findings stating that even the weak students make use of the 
context when making predictions (Arden-Close, 1993). However, as the results o f the 
study indicate, students do not make use o f the syntactic features o f the text while 
anticipating meaning. Another common finding is that students do not use the 
strategies o f note-taking and summarizing widely. This finding is consistent with the 
findings o f Cotteral (1991) and Padrón and Waxman (1988). It was also observed that 
students do not employ the strategy of classifying words according to their meanings 
or grammatical categories after reading the text which are considered to be important 
strategies especially for delayed retention (Carrell et al., 1989; Oxford, 1990).
Another interesting finding is that students rely too much on translation while 
reading. The responses given to the questionnaires indicate that less than 25% o f the 
students always or usually read without translating word-for-word. This finding 
should be noted since a large amount of translation is believed to have a harmful effect 
on fluent and proficient reading.
A comparison of the questionnaires and the TAPs also showed some 
contradictory results. Although the majority of students reported that they employ the 
pre-reading strategies such as relating the pictures/illustrations to the text and reading 
over the text to get the gist, these behaviors did not occur widely during the TAPs. 
This contradiction may be caused by the fact that self-reported data may not reflect 
the actual behavior, as indicated in the research literature (O’Malley & Chamot,
1990).
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Relationship Between Strategy Use and Strategy Training
The findings related to the cognitive strategy use o f the students and the 
training that they get also signaled both consistent and inconsistent results. It is 
notable that the responses given to the checklists suggest that students are taught to 
use more than half o f the strategies (15 among 24) under investigation. However, the 
responses given to the questionnaires and TAPs reveal inconsistencies for some 
strategies. The strategies for which the students are trained but do not use as revealed 
by questionnaires and the TAPs are as follows:
•activating schema
• guessing the meaning o f words from their grammatical categories,
•  not translating word-for-word,
•  relating different parts o f the text,
•  not translating word-for-word
•  classifying words according to their meanings,
•  classifying words according to their grammatical categories,
•  rereading to remember important information.
The contradiction between the strategy training o f these strategies and the 
actual strategy use raises the issue o f whether strategy training results in better use o f 
strategies. One reason for this contradiction might be the lack o f practice in extensive 
reading since classroom practice is not the only source o f practice to enhance reading. 
Moreover, it is important to consider the amount o f professional training the teachers 
have in teaching how to use strategies more efficiently.
Another interesting result o f the checklists is that almost 70% o f the teachers 
stated that the students were not trained to skip the unknown words they encounter.
The teachers might have thought that skipping words is an ineffective strategy or they 
might have referred to the examinations for which students are sometimes responsible 
for vocabulary items occurred in the texts they are reading.
Cognitive Strategies That Students Need to Develop
The findings o f the questionnaires, checklists and TAPs suggest that students 
do not possess certain strategies which will help them deal with the demands o f their 
academic studies. The cognitive strategies that students should develop are as follows:
•  reading the first line o f each paragraph to get the gist,
•  guessing from the grammatical category o f words,
•  not translating word-for-word,
• visualization,
•  note-taking,
•  assimilating the text with background information,
•  classifying words according to their meanings and grammatical categories,
•  summarizing,
• rereading to remember important information.
These findings seem to support the assumption that students lack the 
necessary reading strategies that can enhance their success in their departments (See 
Chapter 1). These strategies should be included in the reading curriculum and students 
should be made aware o f and trained to use them. This issue should be given 
importance and students should be trained to use the strategies mentioned above to be 
more proficient readers regardless of the type o f the texts they encounter.
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Pedagogical Implications
Although findings contain certain inconsistent results, some pedagogical 
implications can be drawn from the study. The first implication is that, the strategies 
which the students need to develop can be given priority in designing the new 
curriculum and therefore, the findings can be used in choosing textbooks and reading 
materials which are likely to enable the development o f the strategies that the students 
should possess.
Another implication is that along with the student needs, teacher needs in 
strategy training should be addressed. If  students are to be trained to use the 
necessary strategies, it is o f utmost importance that teachers become aware o f these 
strategies in reading for academic purposes and receive training to teach them.
Teacher modeling o f the strategies to be taught is believed to be an essential 
component o f classroom strategy training (Cotteral, 1991; Janzen, 1996 and Shih, 
1992).
A final implication is related to the use of think-aloud protocols in the 
classrooms for instructional purposes. Research evidence suggests that students who 
practice thinking aloud can improve their reading ability. Teachers, therefore, can 
make their students think aloud while reading and help them to be more conscious of 
the strategies they are using (Kucan & Beck, 1997).
Limitations
This study is limited to fi'eshman students studying at Hacettepe University. 
Results cannot be-generalized beyond this eontext.
Another limitation is that the sample population consists o f students who 
study at English medium departments. Considering the fact that all students.
regardless o f the language o f instruction in their departments, should read in English 
for their academic studies, respondents could have been chosen from the departments 
where the medium of instruction is Turkish.
A further limitation is related to using the TAP as a data collection 
instrument. Since thinking aloud is a demanding task, the respondents may not have 
been able to verbalize their thoughts effectively. Another limitation concerns the use 
o f Turkish in relation to the number o f TAPs. Since TAPs were conducted in one 
session for each participant, it was not always easy to understand whether the 
students used their LI to solve comprehension problems and thus, to understand the 
text better or whether they did word-for-word translation as a habitual action. 
Therefore, more TAPs should have been conducted to differentiate between these two 
actions.
Implications for Further Research
This study investigated the cognitive reading strategies that the students need 
to develop to enhance their success in their academic studies. An area of future 
research can be the effects o f cognitive strategy training on the students’ reading 
proficiency since this study revealed some inconsistent results about the relationship 
between strategy use and strategy training. Another study can further investigate 
whether strategy training results in more successful reading.
A further research area can be investigating the relationship between learner 
styles and the strategy use since it is believed that differences in the learning styles o f 
students may affect their strategy use (Carrell et al., 1989).
Given the contradictory results between the teachers’ perception of strategy 
training and students’ proficiency in using certain strategies, further research can
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explore the reasons for this contradiction and attempt to resolve the issue by 
providing students with strategy training which will enable them to become strategic 
readers.
Finally, the effective ways that will enable students to employ reading 
strategies more consciously, that is to say, the use o f metacognitive strategies can be 
explored in a further study since the present study can be considered as an initial step 
towards metacognition by identifying the current strategy use o f the students. Further 
research which investigates the ways to enhance knowledge and control o f cognitive 
strategies can be conducted.
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APPENDIX A
QUESTIONNAIRE FOR FRESHMAN STUDENTS
Dear Participant,
This questionnaire was designed as a part of a research study for the MA TEFL 
Program at Bilkent University to identify the cognitive reading comprehension needs 
o f freshman students.
The purpose is not to evaluate your reading comprehension ability. There are 
no right or wrong answers to the questions but it is important that you answer the 
questions honestly. All o f your responses will be kept confidential.
Thank you for your contributions.
Emek Özer
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Part I. Please circle the appropriate response.
1. Gender
a) male b) female
2. age between
a) 16-19 b) 20-23 c) 24 and above
3. How long have you been studying English?
a) 1-2 years b) 3-4 years c) 5-7 years d) 8 years and above
4. What kind of high school did you graduate from?
a) State High School
b) Vocational High School
c) Anatolian High School
d) Private High School
e) Other (Please specify)_________________________
5. How would you rate your overall proficiency in reading?
a) excellent b) good c) fair d) poor
Question 6 will be answered by the students who attended Prep School at 
Hacettepe University. If you did not study at Prep School skip question 6 please.
6. Which course were you in when you studied English at Prep School? 
a) B b) C c) B+D d) C+D
83
Part n. The aim o f this part is to understand what you do when you read a text in 
English. Please read each statement below and circle the number whadryou 
think is the most appropriate for you using the following scale;
always true of me usually true of me sometimes true of me rarely true of me never true of me
5 4 3 2 1
B E F O R E  S T A R T IN G  T O  
R E A D  A  T E X T ,
I read the title and imagine what the 
text might be about.
always true 
of me
5
usually true 
of me
4
sometimes true 
of me
3
rarely true 
of me
2
never true 
of me
1
I look at illustrations/pictures and 
try to guess how they relate to the 
text.
5 4 3 2 1
I first skim the text (read over the
text quickly) then go back and read 
it carefully.
5 4 3 2 1
I read the first line o f every
paragraph to understand what the 
text is about.
5 4 3 2 1
I think about what I know about 
the topic o f the text.
5 4 3 2 1
Other (Please specify)
5 4 3 2 1
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W H IL E  R E A D IN G  A  T E X T ,
always true 
of me
usually true 
of me
sometimes true 
of me
rarely true 
of me
never true 
of me
I read without looking up every 
unknown word in the dictionary. 5 4 3 2 1
I use an outside source, such as a 
dictionary if an unknown word 
seems important to me.
5 4 3 2 1
I try to see what I can get from the 
sentence or the paragraph to figure 
out what an unfamiliar word might
5 4 •3 2 1
mean.
I analyze the grammatical form of 
the word to figure out what an 
unfamiliar word might mean.
5 4 3 2 1
I remember a new word by thinking
of a situation in which the word 5 4 3 2 1
might be used.
I think that I can skip some o f the
unknown words and still 5 4 3 2 1
understand the text.
I read a sentence again if I do not
5 4 3 2 1
understand what it means.
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I think about the other sentences in 
the paragraph if I don’t understand 
what a sentence means.
5 4 3 2 1
I try to read without translating 
word-for- word.
5 4 3 2 1
I try to have a picture o f the events 
in the text in mind.
5 4 3 2 1
I pay attention to words or phrases 
that show how the text is 
organized.
5 4 3 2 1
I take notes on important points 
of the text.
5 4 3 2 1
I make guesses about what will 
come next based on the information 
already given in the text.
5 4 3 2 1
I try to relate the text to what I
already know about the topic in 
order to remember the important 
information I am reading.
5 4 3 2 1
Other (Please specify)
5 4 3 2 1
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A F T E R  R E A D IN G  A  T E X T , always true 
of me
usually true 
of me
sometimes true 
of me
rarely true 
of me
never true 
of me
I classify the words that I have seen 
in the text according to their 
meanings so that I can remember 
them.
5 4 3 2 1
I classify the words I have seen in 
the text according to their 
grammatical categories so that I 
can remember them.
5 4 3 2 1
I summarize the main ideas in my
5 4 3 2 1
own words.
I go back and read the entire text 
over again if I don’t understand 
parts o f it.
5 4 3 2 1
I go back and read the entire text 
over again so that I can remember 
the important points.
5 4 3 2 1
Other (Please specify)
5 4 3 2 1
CHECKLIST FOR DBE INSTRUCTORS
Dear Participant,
This checklist was designed as a part o f a research study for the MA TEFL 
Program at Bilkent University to identify the cognitive reading strategies that the 
students need to develop in order to continue their academic studies successfully. I 
would appreciate if you could complete this questionnaire. Your effort will contribute 
to the investigation o f the role o f strategy instruction in our reading curriculum.
All o f your responses will be kept confidential.
Thank you for your contributions.
Emek Özer
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APPENDIX B
I. Please specify the level you are teaching.
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II. Does the existing reading curriculum provide opportunities for teaching the 
following reading strategies? Please tick the ones that are feasible.
1. Reading the title and imagining what the article might be 
about
2. Looking at illustrations/pictures and trying to guess how 
they relate to the text
3. Reading over the text quickly to get the gist before reading 
it more carefully
4. Reading the first line o f each paragraph to understand what 
the text is about
5. Thinking about what is already known about the topic of 
the text
6. Reading without looking up every word
7. Using an outside source, such as a dictionary if the word 
seems important to know
8. Guessing words from the context
9. Guessing words from the grammatical forms
10. Remembering a new word by thinking o f a situation in 
which the word might be used
11. Skipping words which do not interfere with 
understanding
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12. Reading a sentence again to remedy comprehension 
failures
13. Thinking about the other sentences in the paragraph 
to understand what a sentence means
14. Not translating word-for- word
15. Visualizing the events in the text
16. Paying attention to words or phrases that show 
how the text is organized
17. Taking notes on important points
18. Making guesses about what will come next using 
the information already given in the text
19. Thinking o f relationships between already known 
and new information to remember important 
information given in the text
20. Classifying the words according to their meanings
21. Classifying the words according to their structures
22. Making summaries
23. Rereading the whole text when there is a 
comprehension problem
24. Rereading the whole text to remember the 
important points
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APPENDIX C
A CODING SCHEME FOR THE CLASSIFICATION OF PREDETERMINED
READING STRATEGIES
Pre-reading Strategies
T — Use title
I — Use illustrations/pictures
R — Read over the text
R f — Read the first line o f each paragraph
B — Consider background knowledge
While-reading Strategies
Nd —  Not use dictionary for every unknown word
D — Consult dictionary for the important words
Cw — Guess the meaning o f a word from the context
Gw — Guess the meaning o f a word from the grammatical categoiy
S — Think o f a situation to remember a word
Sw — Skip words
Rs — Reread a sentence
Cs — Consider other sentences to understand the meaning o f a sentence 
T — Translate
V — Visualize events
O — Recognize organization
N — Take notes
At — Assimilate the text with the passage events 
Ab — Assimilate the text with background information
Post-Reading Strategies
Cm — Classify words according their meanings
Cg — Classify the words according to their grammatical category
Sm — Summarize the main ideas
Rc — Reread the text to remedy comprehension failures
Rr — Reread the text to remember important information
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APPENDIX D
WARM-UP SESSION TALK
(Turkish Version)
Bu çahşmada Öğrencilerin İngilizce metinleri nasıl okuduklarım 
araştınyorum. Örneğin, derslerinizle ilgili kitapları, makaleleri okurken onlan daha iyi 
anlamak için neler yapıyorsunuz? Bunu anlamak için, size vereceğim metni okurken 
sesli düşünmenizi, yani aklımza gelen her şejn söylemenizi istiyorum. Aklımzdan 
geçenler, size ilgisiz görünse dahi, bunlan söylemekte tereddüt etmeyin. Metni 
okurken ben odada yokmuşum gibi davramn. Kendinizi odanızda tek başımza ders 
çalışıyor farzedin ve herhangi bir İngilizce metni anlamaya çalışırken ne yapıyorsamz 
burada da aymsım yapın. Sizin okumada ne kadar başanh olduğunuzla ilgilenmiyorum, 
o nedenle aklımza gelenleri söylemekte tereddüt etme)ân. Siz okurken ve 
düşüncelerinizi aktarırken ben hiçbir müdahalede bulunmayacağım. Ancak eğer on beş 
saniyeden fazla sessiz kalırsanız düşündüklerinizi söylemeniz için sizi uyaracağım. 
Lütfen her cümlenin sonunda durup düşüncelerinizi aktann.
Şimdi ben size tekniğin nasıl uygulandığım göstereceğim ve daha sonra da 
sizden aym tekniği uygulamamzı isteyeceğim.
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APPENDIX E
WARM-UP SESSION TALK
(English Version)
In this study, I am investigating how students read English texts. For 
instance, what do you do while reading books or articles for your studies to 
understand them better? To understand that, I want you to think aloud while reading 
the text that I am going to give you. In other words, to say whatever comes to your 
mind while reading the text. Do not hesitate to say whatever goes through your mind 
even if they seem irrelevant to you. Please act as if I were not in this room while 
reading the text. Suppose you are studying alone in your room and do whatever you 
do when you try to understand an English text. I am not interested in how good you 
are in reading. For this reason, do not hesitate to say what comes to your mind. I will 
not interrupt you as you are reading and voicing your thoughts. However, if you 
remain silent for more than fifteen seconds, I will warn you to convey your thoughts. 
Please state your thoughts after each sentence.
I will demonstrate the technique now, and then I will ask you to do the same.
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APPENDIX F
TEXT USED FOR THE WARM-UP SESSION
ARE YOU HAPPY?
Research into happiness is always open to question. Isn’t it peculiar to tell a 
complete stranger that you are miserable? Possibly. Nevertheless, people who fill in 
questionnaires without giving their names show the same sort o f results as those in 
open interview. If  you believe that most people express their emotional state honestly 
when asked, the research makes some fascinating discoveries.
It is interesting to note that most people are-or claim to be- happy. Whatever 
situation people are in, whether they are prisoners or lottery winners, roughly the 
same level o f happiness on average can be found. Most people score six or seven on a 
scale out o f ten.
Although marriage is a greater source o f happiness than being single, having 
children is not the source of happiness many believe it to be. Surveys show that 
happiness levels which begin to fall after the birth o f a child and reach their lowest 
point in the teenage years, return to the previous levels when the children leave home. 
This is rather strange, since people keep on having kids despite the clear evidence that 
having children makes you less happy. One possible explanation is that there are 
things that people consider more valuable than happiness, like feeling o f being 
worthwhile. Or maybe bad marriages stick together because o f children.
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APPENDIX G
TEXT USED FOR THE THINK ALOUD PROTOCOLS
DOES HONESTY ALWAYS PAY?
What exactly is a lie? Is it anything we say which we know is untrue? Or is it 
something more than that? For example, suppose a friend wants to borrow some 
money from you. You say ‘I wish I could help you but I’m short of money myself. In 
fact you are not short o f money but your friend is in the habit o f not paying his debts 
and you don’t want to hurt his feelings by reminding him o f this. Is this really a lie?
Professor Jerald Jellison o f the University o f Southern California has made a 
scientific study o f lying. According to him, women are better liars than men, 
particularly when telling a ‘white lie’, such as when a woman at a party tells another 
woman that she likes her dress when she really thinks it looks awfiil. However, this is 
only one side of the story. Other researchers say that men are more likely to tell more
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serious lies, such as making a promise which they have no intention o f fulfilling. This 
is the kind o f lie politicians and businessmen are supposed to be particularly skilled at: 
the lie from which the liar hopes to profit or gain in some way.
Research has also been done into the way people’s behavior changes in a 
number o f small, apparently unimportant ways when they lie. It has been found that if 
they are sitting down at the time, they tend to move about in their chairs more than 
usual. To the trained observer they are saying ‘I wish I were somewhere else now.’ 
They also tend to touch certain parts o f the face more often, in particular the nose. 
One explanation o f this may be that lying causes a slight increase in blood pressure. 
The tip o f the nose is very sensitive to such changes and the increased pressure makes 
it itch. Another gesture which gives liars away is what the writer Desmond Morris in 
his hook Manwatching calls ‘the mouth cover’. He says there are several typical 
forms o f this, such as covering part o f the mouth with the fingers, touching the upper- 
lip, or putting a finger o f the hand at one side of the mouth. Such a gesture can be 
interpreted as an unconscious attempt on the part of the liar to stop himself or herself 
from lying.
Of course, such gestures as rubbing the nose or covering the mouth, or 
squirming about in a chair cannot be taken as proof that the speaker is lying. They 
simply tend to occur more frequently in this situation. It is not one gesture alone that 
gives the liar away but a whole number o f things, and in particular the context in 
which the lie is told.
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APPENDIX H
SAMPLE THINK-ALOUD PROTOCOL
(Student looks at the title)
(1) Diirüstlûk yüzünden başı belaya giren biriyle ilgili olabilir.
What exactly is a lie? (2) Yalan tam olarak nedir? Is it anything we say 
which we know is untrue? (3) Doğru olmadığını bildiğimiz bir şeyi söylemektir, 
yok yani bu mudur yalan? Or is it something more than that? (4) Yoksa bundan 
daha fazlası mı? For example, suppose a friend wants to borrow some money from 
you. (5) Evet. You say T wish I could help you but I ’m short o f money myself. (6) 
Yardım etmek istersiniz ama sizin de paranız yoktur. In fact you are not short o f 
money but your friend is in the habit o f not paying his debts and you don’t want to 
hurt his feelings by reminding him o f this. (7) Ha, sizin paranız varken yok 
diyorsunuz. Bu yalan mı değil mi diyor herhalde. Is this really a lie? (8) Evet, 
onu soruyor. Yani söylediğimiz şeylerin hangisi yalan hangisi değil? Ayırmanın 
zor olduğunu anlatmak istiyor bence.
Professor Jerald Jellison o f the University o f Southern California has made a 
scientific study o f lying. (9) Jerald Jellison diye bir adam bir üniversitede 
araştırma yapmış, yalanla ilgili. According to him, women are better liars than men, 
particularly when telling a ‘white lie’, such as when a woman at a party tells another 
woman that she likes her dress when she really thinks it looks awful. (10) Bu adam 
kadınların erkeklerden daha çok yalan söylediklerini düşünüyormuş. Hiç 
şaşırmadım. Kesin erkektir bunu söyleyen. However, this is only one side o f the 
story. (11) However dediğine göre bu adamın görüşlerine karşı çıkacak. Other 
researchers say that men are more likely to tell more serious lies, such as making a 
promise which they have no intention of fulfilling. (12) Başka araştırmalara göre de 
erkekler kadınlardan daha ciddi yalanlar söylüyorlarmış. This is the kind of lie 
politicians and businessmen are supposed to be particularly skilled at; the lie fi’om 
which the liar hopes to profit or gain in some way. (13) Ciddi yalandan ne 
kastedildiği söyleniyor. Çıkar için söylenen yalan yani.
Research has also been done into the way people’s behavior changes in a 
number o f small, apparently unimportant ways when they lie. (14)însanlar yalan 
söylerken ufak,... apparently... neyse önemli değil. Yalan söylerken ufak ve 
önemsiz değişiklikler oluyormuş insanların tavırlarında. It has been found that if 
they are sitting down at the time, they tend to move about in their chairs more than 
usual. (15) Bu değişikliklere örnekler veriliyor. To the trained observer they are 
saying ‘I wish I were somewhere else now.’ (16) Anlamadım .... (rereads)... belki 
daha sonra açıklar. They also tend to touch certain parts of the face more often, in 
particular the nose. (17) Özellikle burunlarına daha çok dokunma eğilimindeymiş 
yalan söyleyenler. One explanation o f this may be that lying causes a slight increase 
in blood pressure. (18) Burunlarına kan basıncı arttığı için daha çok 
dokunuyorlarmış. The tip of the nose is very sensitive to such changes and the 
increased pressure makes it itch. (19) Tip herhalde burnun ucu. Kaşmıyormuş
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yalan söylerken. Another gesture which gives liars away is what the writer Desmond 
Morris in his \)oo)aManwatchmg calls ‘the mouth cover’. (20) Give away’e bakmam 
gerek. (Student looks up the word in the dictionary.) Hmm, anladım. He says there 
are several typical forms of this, such as covering part of the mouth with the fingers, 
touching the upper-lip, or putting a finger of the hand at one side o f the mouth. (21) 
Bu cümle neyden söz ediyor anlamadım. Such a gesture can be interpreted as an 
unconscious attempt on the part o f the liar to stop himself or herself from lying. (22) 
Bu tür bir hareket şöyle yorumlanabilir diyor: Yalan söyleyen söylememek için 
çaba harcıyor.
O f course, such gestures as rubbing the nose or covering the mouth, or 
squirming about in a chair cannot be taken as proof that the speaker is lying. (23) Bu 
hareketlere bakarak hemen birinin yalan söylediğini düşünmemeliyiz diyor.
They simply tend to occur more frequently in this situation. (24) Bu durumda daha 
çok ortaya çıkıyorlarmış bu hareketler. It is not one gesture alone that gives the 
liar away but a whole number o f things, and in particular the context in which the lie is 
told. (25) Sadece bunlar değil, рек çok şey birinin yalan söylediğini gösterir, 
örneğin konteks.
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Translated Segments o f Sample Think-Aloud Protocol
In English
(1) It may be about a person who got into trouble because of honesty.
(2) What exactly is a lie?
(3) It is saying something which we know is untrue, no, I mean is lie such a thing?
(4) Or is it something more than that?
(5) Yes.
(6) You want to help but you do not have any money, either.
(7) Aha, you say you do not have any money when actually you do. S/he is asking 
whether this is a lie or not?
(8) Yes, s/he is asking that. I mean, which o f the things we say is a lie and which is 
not? I think, s/he is trying to explain that it is difficult to distinguish between.
(9) A man called Jerald Jellison made a study on lying at a university.
(10) This man thinks that women tell more lies than men. I am not surprised at all. I 
bet it is a man who is saying this.
(11) Because s/he says however, s/he will object to this man’s ideas.
(12) According to other studies, men tell more serious lies than women.
(13) What is meant by serious lies is explained. I mean, the lies which are told for 
profit.
(14) When people tell lies, small... apparently... anyway, it is not important. When 
lying there are some small and unimportant changes in people’s attitudes.
(15) Examples are given for these changes.
(16) I did not understand, maybe s/he will explain later.
(17) It says people lying particularly tend to touch their nose more frequently.
(18) They touch their nose because the blood pressure increases.
(19) Tip, I guess, is the tip o f the nose. It itches when telling lies.
(20) I need to look up the meaning o f give away. Hmm, I see.
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(2 1 ) 1 did not understand what this sentence is talking about.
(22) S/he says such a gesture can be interpreted as the person who is telling lies is 
trying not to tell lies.
(23) S/he says that we should not immediately think that somebody is telling lies by 
considering these gestures.
(24) It says that these gestures occur more in this situation.
(25) Not only these, but also a number of other things show that someone is lying, 
context for example.
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APPENDIX I
SAMPLE CODED PROTOCOL 1 
(Student reads the title)
(1) Herhalde Dürüstlüğün Para Vermesi Değil.
(Student looks at the picture)
(2) Kadınların Dürüst Olmadığını Anlatıyor Galiba.
What exactly is a lie? (3) Yalan, ha dürüstlük ve yalanla ilgili. Is it 
anything we say which we know is untrue? (4) Ama bazen de bilmeden yalan 
söyleriz Or is it something more than that? (5) Tabi canım. For example, suppose a 
friend wants to borrow some money from you. (6) Örnek veriyor. You say T wish I 
could help you but I ’m short o f money myself. (7) Keşke sana yardım edebUsem 
ama bende de para az dersiniz. In fact you are not short of money but your friend is 
in the habit o f not paying his debts and you don’t want to hurt his feelings by 
reminding him o f this. (8) Debts... Bilmiyorum ama borç olabilir. Paranız var ama 
üzmemek için yok diyorsunuz. Is this really a lie? (9) Bence önemli bir yalan 
değil.
Professor Jerald Jellison o f the University o f Southern California has made a 
scientific study o f lying. (10) Yalan üzerine bir çalışma yapmış, bilimsel.
According to him, women are better liars than men, particularly when telling a ‘white 
lie’, such as when a woman at a party tells another woman that she likes her dress 
when she really thinks it looks awful. (11) Feministler buna karşı çıkacak.
Kadınlar daha çok beyaz yalan söylüyorlarmış. Such as’le örnek verilmiş, 
anladım. However, this is only one side o f the story. (12) Ama diğer bir yön daha 
varmış. Other researchers say that men are more likely to tell more serious lies, such 
as making a promise which they have no intention of fulfilling. (13) Başka çalışmalar 
varmış. Fulfill burada galiba tutmak demek. Erkekler tutmayı düşünmedikleri 
sözler veriyorlarmış. Bu nedenle de kadınlardan daha ciddi yalanlar 
söylüyorlar. This is the kind o f lie politicians and businessmen are supposed to be 
particularly skilled at: the lie from which the liar hopes to profit or gain in some way. 
(14) Profit ve gain aynı şey sanıyordum. Yani şimdi kadınlar daha çok yalancı 
ama erkekler tutamayacakları sözler veriyorlar. Aynı politikacılar gibi. 
Çıkarcılar diyor yani.
Research has also been done into the way people’s behavior changes in a 
number of small, apparently unimportant ways when they lie. (15) Bunu anlamadım 
... (rereads)... önemsiz birkaç değişiklik oluyormuş yalan söylerken. It has been 
found that if they are sitting down at the time, they tend to move about in their chairs 
more than usual. (16) Sandalyede daha çok kıpırdanıyorlarmış. To the trained 
observer they are saying ‘I wish I were somewhere else now.’ (17) Trained hakemdi 
ama burada ne anlama geliyor? ...(rereads)... Hakeme keşke başka yerde olsam 
diyorlarmış... haa, yalan söyleyenler başka yerde olmak istiyorlarmış. They also 
tend to touch certain parts o f the face more often, in particular the nose. (18)0zellikle 
burunlanna daha çok dokunuyorlarmış. One explanation o f this may be that lying 
causes a slight increase in blood pressure. (19) Bunun açıklaması kan basıncında
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artış olması diyor. Bence bu saçma. Kan basıncı arttı diye insan burnuna mı 
dokunur yani? The tip o f the nose is very sensitive to such changes and the increased 
pressure makes it itch. (20) Tip4 bilmiyorum. Haa, burada açıklıyor, burnun 
ucudur herhalde, duyarlıymış... basınç artınca d a ... itch... bilmiyorum bunu... 
Yani duyarlı olduğu için çok dokunuyorlar demek ki. Another gesture which 
gives liars away is what the writer Desmond Morris in his booV. Manwatching calls 
‘the mouth cover’. ... (rereads)... (21) Bu cümleyi hiç anlamadım. Bir yazardan ve 
kitabından söz ediyor ama yalanla, dürüstlükle ne ilgisi var anlamadım. He says 
there are several typical forms o f this, such as covering part of the mouth with the 
fingers, touching the upper-lip, or putting a finger o f the hand at one side of the 
mouth. (22) Bunun bir kaç yolu varmış: ağzı örtmek, üst dudağa dokunmak, 
ağzın yanma parmağını koymakmış. Such a gesture can be interpreted as an 
unconscious attempt on the part o f the liar to stop himself or herself from lying. (23) 
Bu hareket bilinç dışı olabilir diyor. Yalan sö y ... ııh... yalan söylememeye 
çalışıyorlarmış.
O f course, such gestures as rubbing the nose or covering the mouth, or 
squirming about in a chair cannot be taken as proof that the speaker is lying. (24) Bu 
hareketler, yani işte önceki paragrafta anlattıkları... buradaki kelimeleri pek 
bilmiyorum ama yalan söyleyenlerin yaptıkları... Proof baca mıydı? Haa, o 
rooPtu. They simply tend to occur more frequently in this situation. (25) Hangi 
durum? Bu paragrafı anlamadım. ...(rereads the previous sentence)... It is not one 
gesture alone that gives the liar away but a whole number o f things, and in particular 
the context in which the lie is told. (26) Sadece hareketle anlaşılmaz yalan diyor. 
Kontekste de bakmak lazım diyor.
(27) Yani işte birinin nasıl yalan söylediğini anlatıyor. Ne yapıyor yani 
yalan söylerken.... Örneklerle anlatıyor...
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Translated Segments o f Sample Coded Protocol 1
In English
(1 )  1 guess it does not mean honesty pays money.
(2) I think it says women are not honest.
(3) Lies, I see. It is about honesty and lies.
(4) But sometimes we lie without being aware o f it.
(5) O f course.
(6) S/he is giving an example.
(7) You say “I wish I could help you but I do not have enough money, either.”
(8) Debts? I do not know but it may mean debt. You have money but you say you
don’t in order not to upset him/her.
(9) I think it is not an important lie.
(10) He conducted a study on lies, a scientific one.
(11) Feminists will object to this. Women, the passage says, tell more white lies. Such 
as-example is given-1 got it.
(12) But there is another aspect.
(13) There are some other studies. I guess fulfill means to keep. It is said men 
make promises they will not fulfill. For this reason, they tell more serious lies 
than women do.
(14) I thought profit and gain were the same. In other words, women tell more lies 
but men make promises they will not be able to fulfill. Just like politicians- 
cunning the text says.
(15) I do not understand that. Some unimportant changes take place while telling lies.
(16) They move more often in their chairs.
(17) Trained means referee but what does it mean here? They say to the referee I wish 
I were somewhere else. I see, liars want to be somewhere else.
(18) They particularly touch their nose more often.
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(19) The reason for this, the text says, is the increase in the blood pressure. To me, 
this is nonsense. Does it mean one touches his/her nose because the blood 
pressure increased!
(20) I do not know what tip means. Yes, it explains here. I guess it is the tip of the 
nose, it is sensitive... and when the pressure increases ... itch... I do not know 
the meaning o f it. It means, because it is sensitive they touch it more.
(21) I do not understand this sentence at all. S/he talks about a writer and his book 
but I do not understand what it has to do with lies and honesty.
(22) There are different ways o f this. Covering the mouth, touching the upper-lip, 
putting fingers at the side o f the mouth.
(23) That gesture might be unconscious, it says. Telling a lie ... uhh... they are 
struggling not to tell lies.
(24) These actions, I mean the ones s/he talks about in the previous paragraph... I do 
not know the words here well but what liars do... Is proof a chimney? No, I see, 
it is roof
(25) Which situation? I do not understand this paragraph.
(26) Lies are not understood just through gestures. It is necessary to consider the 
context.
(27) Well, it talks about how one tell lies. I mean, what he does while telling lies 
talks about it by giving examples.
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APPENDIX J
SAMPLE CODED PROTOCOL 2
(Student looks at the picture.) 
(1) Kadınlarla ilgili olabilir.
What exactly is a lie? (2) Yalanla ilgili. (Student goes over the text for 
about 30 seconds.) (3) Yalanla ilgili araştırmaları anlatıyor. Is it anything we say 
which we know is untrue? (4) Doğru olmadığını bildiğimiz bir laf edice yalan 
söylemiş mi oluyoruz? Or is it something more than that? (5) Yoksa bundan daha 
fazlası mı? Yani mesela doğru olmaması illede yalan olduğunu mu gösterir? For 
example, suppose a friend wants to borrow some money from you. (6) Burada yine 
aynı şeyi söylüyor. You say ‘I wish I could help you but I ’m short o f money myself. 
(7) Arkadaşına paran varken yok demek yalan mı? In fact you are not short o f 
money but your friend is in the habit o f not paying his debts and you don’t want to 
hurt his feelings by reminding him o f this. (8) Yani onu incitmemek için 
söylüyorsan? Is this really a lie? (9) Bu yalan mı? Herhalde neyin yalan olduğunu 
neyin olmadığını anlatacak.
Professor Jerald Jellison o f the University o f Southern California has made a 
scientific study o f lying. (10) Bir profesör yalanla ilgili inceleme yapmış. According 
to him, women are better liars than men, particularly when telling a ‘white lie’, such as 
when a woman at a party tells another woman that she likes her dress when she really 
thinks it looks awful. (11) Kadınlar daha iyi yalan söylermiş, biliyoruz zaten 
bunu. Beyaz yalan, yani mesela çok çirkin bir elbiseyi çok sevdiklerini 
söylüyorlar. However, this is only one side o f the story. (12) Tamam, tabiki. Other 
researchers say that men are more likely to tell more serious lies, such as making a 
promise which they have no intention o f fulfilling. (13) Başka risörççüler erkekler 
daha ciddi yalan söyler diyorlar. Yani hiç niyetleri yokken ... yani mesela söz 
veriyorlarmış. This is the kind o f lie politicians and businessmen are supposed to be 
particularly skilled at: the lie from which the liar hopes to profit or gain in some way. 
(14) Bu tür politikacı ve işadamlarının çok iyi becerdiği türmüş. Profît’i 
bilmiyorum ama anladım.
Research has also been done into the way people’s behavior changes in a 
number of small, apparently unimportant ways when they lie. (15) İnsanların 
davranışlannda ufak değişiklikler oluyormuş, yani risörçe göre, yalan 
söylediklerinde. It has been found that if they are sitting down at the time, they tend 
to move about in their chairs more than usual. (16) Normalde kıpırdadıklarından 
daha çok kıpırdıyorlar diyor, eğer yalan söylüyorlarsa. To the trained observer 
they are saying ‘I wish I were somewhere else now.’ (17) Bu cümleyi anlamadım.. 
They also tend to touch certain parts of the face more often, in particular the nose.
(18) Hem de yüzlerinin belli yerlerine daha çok dokunuyorlarmış, buruna 
mesela. One explanation o f this may be that l)âng causes a slight increase in blood 
pressure. (19) Sebebini açıklıyor. Ufak bir artış diyor... blood pressure... kan, 
pressure, bunun anlamını bilmiyorum. (Student looks up pressure in the 
dictionary.) Neyse. The tip o f the nose is very sensitive to such changes and the 
increased pressure makes it itch. (20) Bu cümleyi de anlamadım. Tip uçtur
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herhalde, değişikliklere karşı duyarlıymış. Another gesture which gives liars away 
is what the writer Desmond Morris in his book Martwatching calls ‘the mouth cover’. 
... (rereads)... (21) Bu cümleyi de anlamadım. He says there are several typical 
forms o f this, such as covering part o f the mouth with the fingers, touching the upper- 
lip, or putting a finger o f the hand at one side o f the mouth. (22) Yalan söyleyenler 
mesela ağızlarını elleriyle kapatıyorlarmış, dudaklarına dokunuyoıiarmış. Such 
a gesture can be interpreted as an unconscious attempt on the part of the liar to stop 
himself or herself from lying. (23) Bunu, bilinç altı bir deneme diyor. Yalancılar 
da aslında yalan söylemeyi istemiyorlar. Durdurmaya çalışıyorlar.
O f course, such gestures as rubbing the nose or covering the mouth, or 
squirming about in a chair cannot be taken as proof that the speaker is l)dng. (24) Bu 
hareketler, burna dokunmak, ağzı kapatmak, yani yalancıların kıpırdaması 
mesela, yani normalden çok olarak... They simply tend to  occur more fi'equently in 
this situation. (25) Bu durumda daha çok oluyor diyor. Yani üstteki cümle, 
mesela ağzı kapatmak... yalan söylerken daha çok oluyor.... It is not one gesture 
alone that gives the liar away but a whole number of things, and in particular the 
context in which the lie is told. (26) Hareketlerle ölçülmez sadece, durum da 
önemli. Her ağzına dokunan, her çok kıpırdayan yalan söylüyor demek değil.
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Translated Segments o f Sample Coded Protocol 2
In English
(1) It may be about women.
(2) I talks about the research on lie.
(3) Are we telling a lie when we say something which we know is untrue?
(4) Or is it something more than that? For example, if something is untrue, is it 
necessarily a lie?
(5) It says the same thing here.
(6) Is telling your friend you do not have any money when actually you have a lie?
(7) Then what if you tell it not to hurt your friend?
(8) Is this a lie? I guess it will talk about what is a lie and what is not.
(9) A professor has done a study on lies.
(10) Women tell lies better-we already know this. White lies, well, for example, they 
say they really like an ugly dress.
(11) All right, o f course.
(12) Other researchers say men tell more serious lies. I mean, when they do not intend 
i t .. . . for example, they make promises.
(13) That kind is the t)T)e politicians and businessmen manage very well. I do not 
know what profit is but I understand it.
(14) People’s behavior change a bit. I mean, according to the study, when they lie.
(15) They move more than usual, it says, if they lie.
(16) I do not understand this sentence.
(17) Besides, they touch the certain parts of their face more often; to the nose, for 
example.
(18) It explains the reasons. A slight increase it says ... blood pressure .... blood, 
pressure. I do not know what that means. Anyway
(19) I do not understand this sentence, either. I guess tip is tip of the nose; it is 
sensitive to changes.
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(20) I do not understand this sentence, either.
(21) Liars, for example, cover their mouths with their hands, touch their lips..
(22) It says this is a subconscious attempt. In fact liars do not want to tell lies. They 
try to stop it.
(23) These gestures, touching the nose, covering the mouth... I mean, for example, 
their squirming, I mean more than usual...
(24) It happens more in this case, it says. I mean the sentence above, covering the 
mouth, for example ... it happens more while telling lies.
(25) You cannot understand with just gestures. Context is important as well. It does 
not mean all the people who touch their mouth or who squirm more tell lies.
